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Preface 
 
One of the ever-recurring themes in the papers and subsequent discussions of the ‘Werkverband 
Geschiedenis van de Taalkunde’, the Dutch Society for the History of Linguistics, is the history of 
foreign language teaching in the Netherlands. This is not surprising, as many members of the 
‘Werkverband’ are involved in language teaching at universities or teacher training colleges. 
 Much has been written on foreign language teaching, both on its long history and varied 
methodology and on its short past as a topic of historiographical interest. So far, however, no one has 
written a comprehensive history of research in foreign language teaching in the Netherlands. Given 
the achievements of Dutch language researchers in the past few centuries, it would be nice to have the 
exciting story of their successes and failures in the long-standing practice and theory of such fields as 
classical language education, or in the teaching of Hebrew, Arabic, and the "exotic" languages. It would 
also be interesting to know more about the introduction of modern languages into the curricula of 
secondary schools and universities, and about their social and institutional context. An overview 
providing us with a full documentation of the trends and developments in this field, has yet to be 
written, and will undoubtedly require a great deal of preparatory work. 
 This publication can be regarded as a modest contribution to such a comprehensive and coherent 
history. As it is based on papers read by members of the ‘Werkverband' at various occasions and at 
various times, this volume does not represent any previous selection of a general topic nor does it 
seek to cover the field in full. Nevertheless, this ‘cahier’ as a whole allows a glance at the amount of 
work that has been done in the Netherlands and which still remains to be done. 
 
 We, the editors of this volume, would like to thank all of our contributors for their cooperation and 
support. We are also grateful to Anthony J. Klijnsmit who took the trouble to read through some of the 
articles submitted and suggested many valuable improvements.  
 We hope that this contribution to the historiography of foreign language teaching in the Netherlands 
will find its way to the interested reader and will encourage our colleagues in the Netherlands and 
abroad to cooperate and tackle some of the many remaining questions in the fascinating field we call 
the history of foreign language teaching. 
 
August - October 1993 
 
Washington D.C./ Trento 
Amsterdam / Utrecht 
 
 
Jan Noordegraaf 
Frank Vonk 
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How to Teach a Foreign Language?  
A few remarks on an unending quest  
 
Frank Vonk & Jan Noordegraaf 
 
1. Introduction 
 
It was exactly ninety years ago, in 1903, that the Dutch linguist Jan Marius Hoogvliet, a privaatdocent of 
Scandinavian languages at Utrecht University, published his book Lingua, a ‘concise textbook and 
handbook of general and Dutch linguistic knowledge’. The book, something of a general grammar 
containing an outline of the psychological underpinning, was meant to be a grammar for all languages of 
the world. In addition to the various theoretical claims Hoogvliet advanced, he argued that there was a 
considerably practical advantage to this work: whoever studied it, would be able to learn the grammar of 
any given language from a book of no more than twenty to thirty pages. All that remained would be just a 
matter of memorizing. Hoogvliet’s claims must have been music to the ears of many a weary language 
teacher. 
 As early as 1895, Hoogvliet had part of his 1903 handbook published in a preliminary version 
entitled Grondbeginselen der Algemeene of Univerzeele spraakleer (‘Principles of general or universal 
grammar’). The Grondbeginselen in its final form was to cover some hundred and fifty pages. Eight 
‘concentrated grammars of selected languages’ would follow, each with a length of some twenty-five to 
forty pages. The principal rules of the grammars of each of these languages would be ‘outlined concisely 
and clearly in a uniform terminology, according to one stable system of order in complete accordance 
with the principles developed in the body of the book’ (Hoogvliet 1895:4). From 1888 onwards, 
following his publication of a guide to the study of Greek, Hoogvliet had been developing the system 
presented in his book on Greek, applying it to other languages such as Latin, French, English, Dutch, 
Sanskrit, and Gothic. Finally, in Lingua his method was elevated to a learning method, which he believed 
could be applied to the acquisition of all languages. 
 However, things did not turn out to be as easy as Hoogvliet had hoped. As it happened, his 
proposals did not find much response in the contemporary world of education, as many of his critics felt 
that Hoogvliet had not been able to show convincing results in his language teaching. Thus, both his 
approach, which is reminiscent of the 'general grammar’ trend in seventeenth- and eighteenth-century 
linguistics, and the new and unconventional terminology in which it was encased, met with considerable 
scepticism on the part of his fellow teachers. In the past, the introduction of new methods had been 
accompanied all too often by what would appear to be highly exaggerated claims of their efficiency in 
learning new languages. Many centuries earlier, for instance, the great Spanish scholar Sanctius claimed 
that he could teach Latin in eight months and Greek in twenty days.  
 Although it is beyond the scope of this introductory article to provide a more detailed analysis of 
the reasons that Hoogvliet’s system eventually failed, we would like to emphasize that Hoogvliet sought 
to provide language teachers with his own answer to a question that had haunted ‘language masters’ and 
school teachers in the Netherlands for many centuries: "What is the proper way to teach and to learn a 
foreign language?". Even now, over one hundred years later, Hoogvliet’s system is clear enough to allow 
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us to deduce his intentions, examine how his proposals worked out in daily practice, and determine the 
institutional framework in whose light to evaluate his attempts.   
 Unfortunately, interested scholars are not often able to carry out this thorough an analysis, 
especially in the case of more distant periods. As Van Els et al. noted with regard to the historical 
development of learning and teaching foreign languages: 
 
Historical descriptions frequently have the unfortunate tendency to develop into broad 
abstractions [...]. Especially if the space available is limited, [...], there is a danger that the historical 
reality will be distorted. In the case of the history of FLT this danger is especially acute, because 
much remains hidden. Certain periods, especially before the eighteenth and nineteenth centuries, 
have not yet been described for many countries, and even of the best-documented period, the last 
150 years, many details are still unrecorded. (Van Els et al. 1984:140f.) 
 
We may safely assume that ideas on how to teach and learn a language are as old as the learning and 
instruction of foreign languages itself. Over the ages, different approaches to foreign language teaching 
(FLT) and foreign language learning (FLL) have been proposed and developed in textbooks. A scientific 
study of foreign language teaching, however, started when people speaking different languages first tried 
to come into contact with each other and communicate their thoughts. This highly probable prehistoric 
phase in the need for the knowledge of other languages has been replaced by theories of FLT, which have 
developed over some 25 centuries and have led to different theories on foreign language teaching. We 
would venture to say that a more scientific study of the history of foreign language teaching (FLT) has 
only evolved over the past 25 years, for it is only since Kelly's 1969 study on the history of language 
teaching, his well-known 25 Centuries of Foreign Language Teaching, that methods, textbooks, and 
teaching practices of foreign language instruction have been studied as such.  
 
2. Towards a History of FLT 
 
The great dearth of detailed accounts of the history of FLT might be due to the complexity of teaching 
foreign languages. It has only been in the past few decades that many factors, important both in teaching 
and in learning languages, have been stressed. A number of the aspects to be considered are listed below.  
 
1.The role of the teacher in classroom (or private tutoring) situations; his or her use of teaching 
materials and methodological beliefs concerning the learning and teaching of one or more foreign 
languages. Another question is concerned with the use and quality of dictionaries of foreign 
languages, how they contribute to the lexical and idiomatic knowledge of the foreign language, and 
even how dictionaries can contribute to FLL and FLT. Hüllen (1992:154), for instance, refers to the 
thematically constructed dictionaries which facilitate the art of memorizing. Comenius’s work 
presents the ordering of the real world as the basis of learning single words: 
 
Die Einbettung von Wörtern in Sätzen, die in den Gesprächsbüchern des späten Mittelalters 
bereits vorgebildet sind, macht das Werk des Comenius zu einem praktischen Lehrmittel. Die 
Zugabe von Zeichnungen—die dann künstlerisch ganz hervorragend gelangen—erhöhte die 
Lernbarkeit nach den Grundprinzipien der ars memorativa, verblieb aber nicht in formalem 
Auswendiglernen. (Hüllen 1992: 167; an example from Comenius' Orbis can be found on p. 76 of 
this volume - eds.) 
 
2.The institutionalization of modern FLT, the role of local or state authorities in the development of a 
curriculum consisting of any foreign languages (cf. Wilhelm in this volume, De Ru 1953, and Van Essen 
1983). 
3. The scientific embedding of FLT. In the 19th century, for instance, historical-comparative linguistics 
was one of the cornerstones of Barend Sijmons’ arguments in favour of the introduction of FLT at the 
University of Groningen (cf. Van Essen in this volume, p.93f. and Van Essen 1983:44). However, his 
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contemporary J.M. Hoogvliet, based his own approach on completely different linguistic considerations.  
4. The status of particular languages as lingua francas. In the 17th and 18th centuries French replaced 
Latin as the language of the educated people (cf. Frijhoff 1991). The French language, then, became the 
language of the beau monde in Europe. Unfortunately, this volume does not include an account of the 
development of the teaching of French as a foreign language in the Netherlands. Riemens (1919), 
however, gives a detailed account of the development of French as an important means of 
communication in the Netherlands, comparing the advantages of what were called French schools ("une 
instruction pratique et moderne", Riemens 1919:218) over those of the schools whose foreign language 
curriculum consisted of Latin, Greek, and Hebrew. Other languages, such as German or English, were 
either not offered at all or were taught only to the older pupils. French was the basis of practical 
education at French schools. In the 17th century, as Riemens reported, 
 
[les école françaises] fournissent [les connaissances, qui] deviennent de plus en plus indis-
pensables à toute personne cultivée, gentilhomme ou dame du monde, bourgeois ou bourgeoise; 
les savants même ne peuvent plus s’en passer, et le français s’introduit parfois à l’école latine et 
plus souvent—quoique un peu hors cadres—à l’université. (Riemens 1919:218f.) 
 
As early as 1754, at the university of the Frisian town of Franeker (which was founded in 1585, and was 
closed in 1811, but continued to exist as an Athenaeum until 1843), a full professor of French was 
appointed, several decades before Matthijs Siegenbeek was appointed to the first chair of Dutch at 
Leiden University in 1797! This very first professor of French in the Netherlands, the Swiss clergyman 
Jean Garçin, started his lectures in 1756. Garçin was appointed primarily in response to the wishes of 
princess Anna of Friesland, an appointment much opposed by his Franeker colleagues and the Board of 
Governors (cf. Gerretzen 1940:199). Riemens (1919:157) referred to Garçin’s inaugural address of 1756, 
Oratio de utilitate Gallicae, in which he pointed out the increasing importance of French as a language for 
trade and learned communication. His programme as a teacher of French consisted of teaching 
 
‘[l’]usage et l’exercice que demandent toutes les langues vivantes et mortes. La facilité de parler 
ne s’acquiert que par un commerce fréquent; toutes les langues s’apprennent par l’exercice. 
J’attache le plus grand prix à vous faire juger de l’élégance et de la force des œuvres des meilleurs 
auteurs français, puisque c’est vers eux que sont attirés ceux d’entre vous qu’intéressent nos 
études. Vous désirez une plus haute culture. La langue française y contribuera, cette langue qui 
est en outre du plus haut intérêt pour les sciences et les arts auxquels vous vous êtes voués’. 
(Riemens 1919:188) 
 
In a certain sense the tradition of rhetoric still played an important part in the inductive learning and 
teaching of a foreign language, i.e. without first “‘enseigner les règles de la grammaire’” (Riemens 
1919:188; cf. Luhrman’s contribution to this volume). 
5.The role of political and practical reasons for taking up the study of any particular foreign 
language. One may, in the case of the Netherlands, refer to the colonial policy of the Dutch 
government in the 19th and 20th centuries. The spoken and written language of Indonesia had to 
be studied by future administrators on Java. In 1823, the Dutch Bible Society (cf. also Noordegraaf 
1985:279ff.) had already started to engage Bible translators, who augmented the knowledge of the 
Javanese language in the course of the 19th and 20th centuries (cf. Teeuw 1972: 304). One of the 
most important contributors to our knowledge of the Javanese language was Johann Friedrich Carl 
Gericke, who was sent to Java to work on translating the Bible. Gericke was already familiar with 
Arabic, Sanskrit, and Malayan; his correspondants included Wilhelm von Humboldt, with whom he 
discussed Humboldt’s magnum opus on the Javanese Kawi language (cf. Mueller-Vollmer 1993: 
62f.). In 1843, the training institution in Indonesian languages was transferred from Soerakarta 
(Java) to Delft, and later to Leiden. Indonesian language instruction, however, was done with a 
view to practical application, although teachers of these languages may well have encountered the 
same problems as do teachers of other foreign languages (cf. Fasseur 1993). The same is true of 
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such languages as the Scandinavian languages - taught by Hoogvliet at Utrecht University from 
1903 until 1924. However, Scandinavian languages may be considered to be of minor political 
importance as compared to the Dutch economic interests attached to Indonesian languages or the 
three modern languages.  
6.The general problems of FLT versus the learning and teaching of particular languages. This, of course, 
makes a difference in research methodology, sources and aims: 
 
Der Gegenstand bringt es mit sich, daß in erster Linie Philologen sich mit der Geschichte des 
Fremdsprachenunterrichts befassen. Daraus ergibt sich die Neigung, sich mit jeweils nur einer 
Sprache zu befassen (also z.B. die Geschichte des Französischunterrichts in England zu schreiben 
oder die der Anglistik im deutschen Sprachraum). Geht der Blick über die Ländergrenzen 
hinweg, wenn eine Sprache verfolgt wird, kann leicht ein teleologischer Gesichtspunkt in die 
Untersuchung einer ‘diffusion’ kommen (z.B. English as a World Language). Eine vergleichende 
Würdigung der Entwicklung des Fremdsprachenunterrichts wird erst möglich sein, wenn für 
mehrere Länder Untersuchungen des Unterrichts aller Sprachen vorliegen. Diese positivistische 
Aufgabe ist weithin noch zu leisten. (Finkenstaedt 1992:238) 
 
Although general principles have been developed in the meantime, the question remains whether they 
are based on inductive results of language-specific FLT. From this point of view, recent studies on FLT 
and FLL become relevant in distinguishing different approaches and interests in the history and 
historiography of methods, aspects, teachers, textbooks, etc. 
 
3. Research on the History of FLT. A brief glance  
 
The Netherlands is not the only country that has dealt with the problems of FLT and FLL. In 
neighbouring countries these subjects have been studied even more thoroughly. Germany, in particular, 
has excelled in the amount of research it has produced on FLT, studies appearing in a vast number of 
publications, journals, and series (cf. the overview of the development of FLT in Germany by Lehberger 
1989). One such publication is the Giessener Beiträge zum Fremdsprachenunterricht, which includes an 
overview, edited by Herbert Christ & Hans-Joachim Rang (1985), of the central regulations concerning 
the teaching of foreign languages, classical languages etc. Another example is the Augsburger I & I-
Schriften, edited by Thomas Finkenstaedt & Konrad Schröder, including the three volumes on the history 
of the methodology of teaching English by Konrad Macht (1986/88). There are also studies by Hans 
Helmut Christmann (1985a; 1985b) on the beginnings of French and English philology at German 
universities, the role of linguistics and philology to neophilology, and the establishment of university 
chairs of German, French, and English philology. Konrad Schröder had already made a significant 
contribution to research in the field of FLT in his earlier publication of a rich and detailed inventory of 
German textbooks for learning English in German-speaking countries between 1665 and 1900 (cf. 
Schröder 1975). Recently, he edited yet another volume on the history of FLT in Germany between 1500 
and 1800 (Schröder 1992). In this book on Fremdsprachenunterricht 1500-1800, Thomas Finkenstaedt, 
in his epilogue to the contributions of an "Arbeitsgespräch" (Finkenstaedt 1992:243f.), referred to some 
highly relevant questions which are yet to be answered in future research on FLT. According to 
Finkenstaedt the recent problem of the social relevance of research on FLT also appears to be worthy of 
consideration: 
 
Es ist üblich geworden, neue Forschungen mit ihrer gesellschaftlichen Relevanz zu begründen. 
Vermutlich verfehlt Forschung ihre gesellschaftliche Relevanz schon dann, wenn sie eine solche 
als Ziel hat. Die Erforschung der Geschichte des Fremdsprachenunterrichts wird auch in 
Zukunft eher Nebenprodukt anderer Forschungsinteressen sein. Die Vorstellung der Ein-
richtung eines neuen, wenn auch interdisziplinären, organisierten Spezialgebiets kann nur 
Schrecken einjagen. Die Erforschung des vergangenen Fremdsprachenunterrichts wird eine 
Sache für Individualisten bleiben, glücklicherweise bleiben müssen, und diese sollten sich vor 
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falscher Aktualisierung hüten. / Die Relevanz der Geschichte des Fremdsprachenunterrichts ist 
die übliche Relevanz der Geschichte: sie wirkt in die der Gegenwart. Aus diesem Grund ist es 
wichtig, daß über die Vergangenheit die richtigen Kenntnisse und Vorstellungen existieren. Der 
Fremdsprachenunterricht ist in unserer Gegenwart für die Zukunft wichtig, vielleicht wichtiger 
als in der Vergangenheit. Es ist deshalb zweckmäßig, über die Vergangenheit des 
Sprachunterrichts Bescheid zu wissen. (Finkenstaedt 1992:243f.) 
 
Whether or not we agree with Finkenstaedt’s account of the continuing relevance of the study of (the 
history of) FLT—in the Netherlands, for instance, an organisation for the study of the history of (foreign) 
language teaching has been founded recently and is to meet on a regular basis C, we should be aware of 
the modest and supporting role that foreign language knowledge can play in our in contacts with people 
who speak other languages on different levels and for different purposes. 
  In the English-speaking world, the work of Louis G. Kelly (1969) still seems to be the starting 
point of much fruitful work in the historiography of FLT. Kelly’s well-documented study is based on the 
attempt of Mackey (1965) to document "FLT as a whole in a systematic fashion" (Van Els et al. 
1984:141). Kelly, therefore, presents a system of education, subdivided into four systems of language to 
be presented to the FL student: phonology, semantics, grammar, and a lexicon. In his extensive research 
and collection and analysis of teaching materials, he tried to highlight these same linguistic dimensions 
from the early beginnings of FLT. In addition to this distinction in the history of FLT Kelly observed 
"formal and informal approaches" and "a marked difference between classical and modern languages" 
(Kelly 1969:7). These differences can be traced in the discussions on methodology. A remarkable 
statement by W.F. Mackey, under whose supervision Kelly’s study was written, is that the methods of 
language teaching have not advanced much (i.e. until 1965) but have rather “‘followed the pendulum of 
fashion from one extreme to the other’” (In: Van Els et al. 1984:141). Obviously, this would mean that 
there is no open end to progress in language teaching but that it is methodologically determined. 
Inductive and deductive, direct and indirect methods would not have changed over the centuries, only 
refined, and in fact, there is nothing new under the sun. A look at a modern Dutch didactics of FLT (Van 
der Voort & Mol 1989), which describes the aims, methods, and skills in FLT, would show us that many 
of the methods of FLT in past centuries are in use today. It was, perhaps, this pendulum of foreign 
language teaching methodology that led Van Els to the following characterization of future research in 
FLT: 
 
What historical accounts of Dutch flt should aim at, I think, is to provide us with an inventory of the 
most characteristic features of Dutch flt practice through the years. The most persistent and 
consistent of such features could, then, serve as hypotheses to be tested in truly experimental 
studies. It is my contention that it may be more fruitful to test such features than the ever recurring 
set of methodological principles that theorists come up with time and again. In that way, even if 
history would not be in a position to teach us any direct lessons, indirectly it would give us 
indispensable assistance in solving problems of flt methodology. (Van Els 1992:45f., emphasis 
added; cf. also Finkenstaedt 1992:242) 
 
Characteristic features of FLT, such as the education of language teachers at universities or the use of 
textbooks, give a more satisfactory picture of its development than discussions of methods used in 16th-, 
17th- or 18th-century FLT. Some other features are the increasingly increasingly important role of the 
mother tongue (the vernacular) in learning Latin which gradually was taken over by French as the 
European language of learned communication (cf. p. vii). This kind of research, however, has only started 
in the Netherlands rather recently (we would like to refer to Kuiper 1961 for German, and to Loonen 
1991 for English), and has yet to be continued. In this respect, we have to distinguish the ‘outer’ history 
of FLT from its inner’ history, i.e. the institutional developments versus specific didactical aspects, 
textbook analyses, etc. (cf. Wilhelm, this volume). 
  In the Netherlands we have, as can be concluded from the contributions to this volume, a rich, 
but still not fully explored field of languages taught for different purposes (theology, translation, writing 
  
                                                                                                                         
 
 
x 
a foreign a language such as Greek or Latin). Rombouts (1937), in fact, gives an historical outline of the 
traditions and methods of FLT in Germany, France, England, and the Netherlands. According to 
Rombouts, Dutch FLT has been methodically dominated by the ‘grammar translation’-method (cf. 
Rombouts 1937:167f.), despite reform movements in surrounding countries. In 1937, so-called new 
methods of FLT were still based on the Latin model, i.e. on teaching and learning grammatical rules. 
Rombouts expects the real innovations in FLT from pedagogical and psychological sources. He also 
makes explicit mention of the Dutch society of teachers of foreign languages (Vereniging voor Leraren in 
Levende Talen, VvLiLT) and their journal Levende Talen, founded by such people as Etsko Kruisinga in 
1910-11 (cf. Van Essen 1983:11). 
 
 
4. Foreign Language Teaching in the Netherlands 1450-1950 
 
In their contributions to this volume on the development of FLT in the Netherlands in the last five 
centuries the authors have tried to place a particular book, person (or group of persons) or a particular 
stretch of time in the centre of their reflections on FLT. The contributions are not restricted to just the 
three modern languages comprising the current curriculum of secondary education. Languages such as 
Greek, Latin and Hebrew are also taken into consideration, because of their long-standing tradition as 
foreign languages, languages learned for a great variety of reasons and purposes. Although learning 
Greek, Latin and Hebrew had no immediately practical purpose, they were taught with a view to 
developing reading and writing skills in those languages. Foreign language knowledge served such 
purposes as translating classical authors, the Bible, grammars, etc. Obviously our background as 
contributors, our training in our respective foreign language field has played an important role in the 
specific language and method of approach. This might be the reason that English as a foreign language 
appears to be slightly overrepresented in this volume. However, this situation may reflect a specific 
interest in the history of FLT in the Netherlands. Of course, English nowadays seems to attract more 
students than it did in past centuries. Still, it is impossible to establish whether the observed 
overrepresentation of researchers on the history of English FLT is necessarily due to this development.  
 In the first contribution, Marijke van der Wal discusses the Latin manual Exercitium Puerorum 
(Antwerp, 1485) not only as a Latin textbook for self-study but also in the light of the important 
"grammatical observations on the vernacular" it contains (p.2; see also Van der Wal/Van Bree 
1992:179f.). The Exercitium gives continuous translations or explanations in the vernacular (Dutch: 
"volkstaal"), which illustrate problems in the Latin case system and the representation of verbal data. 
The book analyzes such elements as variant forms of the Middle Dutch werden, corresponding to Latin 
passive present and imperfect indicative. Van der Wal concludes that her approach to the Exercitium 
provides some basic insights into the "author’s working method" (p. 7f.). Contrasting Latin and the native 
language reveals the awakening interest of textbook writers in language differences. 
 Gerard Luhrman discusses the renowned Dutch humanist Erasmus’s writings on education and 
language learning. Although famous for his Laus stultitiae or Praise of Folly Erasmus is less well-known 
for his pedagogical works. Luhrman analyzes Erasmus’s later works on education and language 
acquisition in its Italian (Perrotti, Valla) and Latin (Quintilian) context. What appears to be important is 
the emphasis Erasmus placed on the "uniqueness of language" and especially on classical Latin as an 
example of a cultivated language with its original literary tradition - as opposed to the vernaculars of the 
cognate languages, Spanish, French, and Italian whose idioms were corrupted by illiterate people (cf. p. 
12). This tension between the vernacular on the one hand and Greek and Latin on the other is 
characteristic of Erasmus’s opinion on the purposes of learning foreign (i.e. classical) languages. 
Grammar is the foundation for the mastery of correct speech forms (eloquence), which can only be 
improved by reading Latin (and Greek) literature. Eloquence, fluency in speech, was Erasmus’s primary 
interest in learning foreign languages (Latin or Greek). Learners should be able to discuss "any subject in 
an appropriate way, i.e. fitting as regards audience, situation and subject" (p. 15). Erasmus’s important 
‘textbook’, De duplica copia verborum ac rerum (published in Paris in 1512), might be called a book for 
‘practical use’, although the vernacular does not seem to play an important role in learning the classical 
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languages. 
 In her account of the development of the study of Hebrew and the didactical methods in the 
Netherlands in the 17th century, Irene Zwiep provides a great deal of insightful information on the 
context of this development. As more grammars of Hebrew, the living language, have appeared in the 
past centuries than of any of the modern foreign languages, we have included it in the coverage of this 
volume in order to give a more representational account of FLT in the Netherlands. Since Thomas 
Erpenius’s time (early seventeenth century), Dutch Hebrew studies and the writing of grammars—and 
not just the re-edition of foreign grammars C, have developed enormously. Zwiep seeks to describe these 
17th-century grammars in the light of their didactical background, i.e. "to guarantee a quick and 
thorough acquisition of Hebrew" (p.20). She relates the story of the teaching and learning of the Holy 
language of the Bible and the role of the Dutch language to support this ‘quick acquisition’. The Frisian 
Hebraist Sixtinus Amama, for instance, wrote a Hebreusche Grammatica ofte Taal-konst (1627), in which 
he maintained that learners of Hebrew could master this language in about three months. What was 
important was the teacher and didactics in teaching and learning Hebrew. One had to start with the 
letters of the Hebrew alphabet and then construct larger linguistic units, the syllable, the noun and the 
verb. Amama suggested that the complex verbal system of Hebrew could be mastered by transliterating 
"the paradigm of several strong verbs into Latin script, with the inflectional suffixes written in slightly 
larger script, and hanging it on the wall ‘so that the learner could practise inflecting while walking 
around’” (p.26). Suggestions such as these can also be found in the grammars of the four other Dutch 
Hebraists discussed by Zwiep. Her contribution can thus be regarded as a thorough account of the role 
that vernacular Dutch played in the process FLL, although it should be kept in mind that Hebrew was 
learned as a written language. 
 The ‘distinguished language master', Nathanael Duez is treated by Pieter Loonen as one of the 
pioneers of FLT after its ‘turbulent growth' in sixteenth-century Europe. Duez's seven main textbooks 
are placed in the context of textbook-writing in Europe. Duez is considered not to be a real innovator of 
FLT but a "a realist with an eye for classroom quality and practicability" (p. 40). This quality is based on 
six essential elements which determined the success of Duez's teaching: teaching experiences, the 
careful revision and updating of textbooks whenever a new edition is published, emphasis on the 
importance of the correct use of language (spelling), the realistic (lively) quality of dialogue materials 
used in textbooks, the teaching principles underlying the material (such as helping learners to memorize 
materials by means of pictures), and finally, the number of copies based on the original work of a text-
book writer (in this case Duez). Loonen once more emphasizes that the "further we go back in time, the 
more we have to fall back on the materials alone. On the basis of these materials and with the six criteria 
discussed above, we are able, it seems, to make a first evaluation of teaching and teachers" (p. 43), not 
only in past centuries but also in our own time.  
 The next three contributions by Wilhelm, Van Essen, and Vonk form a more or less coherent 
account of the developments of FLT in the 19th and the first half of the 20th century. Frans Wilhelm 
gives an outline of the institutional developments of training foreign language teachers, the political 
background of the education of FLT, and the teaching qualifications and examination programmes (for 
example the decisive role of translations, the knowledge of the principles of grammar, and pronunciation 
in FL examinations). In the wake of Rombouts (1937), Wilhelm concludes by maintaining that the lack of 
reflection on methodological problems in FLT in the Netherlands might explain the ignorance of 
international developments in the methodology of FLT. Thus, the international contribution of Dutch to 
FLT and its methodology was, in fact, non-existent.  
 Arthur van Essen's article runs parallel to these ‘outer' developments by giving a concise 
summary of the important moments in the establishment of lectureships and chairs in modern foreign 
languages at the university of Groningen between 1877 and 1914. This account is based on the inaugural 
lectures of the Groningen professors and lecturers of modern languages. Van Essen's main problem is to 
determine what contributions were made by the Dutch government and the local Groningen authorities 
to the establishment of French, German, and English chairs in Groningen. In 1876, the Higher Education 
Act went into effect. Up to then, modern foreign languages were considered practical skills, not as objects 
of scientific study. From 1876 on, the Dutch government had to promote chairs for FLT, mainly because 
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the curriculum of the new grammar schools included French, German, and English, which required 
training for thousands of new foreign language teachers (p. 61f.). The initiator of academic FLT in the 
Netherlands was Barend Sijmons, who propagated the German scientific, historical (and comparative) 
approach to language study as the basis of FLT. This was politically quite clever, considering the 
traditional opinion on teaching and learning foreign languages.  
 Frank Vonk's contribution seeks to situate the teaching principles and teaching practice of J. 
Frantzen in Utrecht in the context of the development of German as a subject to be taught at secondary 
schools and universities. He contrasts the phonetical and lexical studies of German academic, historical-
comparative linguistics with the emphasis on syntactic, more practical oriented studies by German 
grammarians working in the tradition of the ‘Allgemeine Grammatik' (p. 74f.). It is concluded that the 
work of Frantzen and its predecessors is still characterized by the tension between school grammars and 
their practical purposes on the one hand (cf. the school grammars of J.V. Meidinger and J.A. Leopold; 
more grammars can be found in Knops 1982) and ‘scientific' grammars on the other (p. 84f.). 
 
In the summary of the articles in this volume many details were left out. However, we venture to 
conclude that further research in the field of FLT and its history should give us the opportunity to gain 
insight into very different aspects of the learning and teaching of languages. An historical approach to 
these aspects should serve to put them in the proper perspective. Psychological, didactical, pedagogical 
approaches, and many other more recent ones, having led to progress in teaching foreign languages, 
have created a field of research which differs to a considerable degree from the one in the past centuries. 
We have highlighted only those aspects that should be discussed in an overall view on the status of FLT 
in the curriculum of primary, secondary, and higher education, the education of FL teachers, the writing 
and usage of textbooks and the preferred methodology, or the role of state and local authorities in the 
development of FLT, etc. FLT has always been a subject of unquestionably crucial importance in a trading 
country such as the Netherlands, situated at the cross road of various influential cultural traditions. 
However, we still know too little about the development of FLT in the Netherlands in all its rich diversity. 
With this volume we hope to have continued or perhaps re-vitalized Dutch interest and research in FLT, 
lifting a corner of the veil of the development of some aspects of FLT in the Netherlands. 
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Teaching Latin and Observing the Dutch Vernacular: 
Exercitium Puerorum (1485) 
 
Marijke J. van der Wal 
 
 
1.Introduction: the Exercitium and its context 
 
The Latin manual Exercitium Puerorum grammaticale per dietas distributum, published in Antwerp in 
1485, stands in the medieval tradition of didactic grammar. For elementary Latin learning Donatus' 
Ars minor had been used for centuries. In advanced courses his Ars major and a selection from 
Priscianus' Institutiones grammaticae played an important role till they had to give way to Alexander 
de Villa Dei's Doctrinale puerorum. Alexander's Doctrinale, completed in 1199, had been written in 
verse for mnemonic purposes. During the following two centuries it remained a popular and 
undisputed textbook at the Latin schools (cf. Kooiman 1913:9-12 and Post 1954:142-6). When in the 
fifteenth century humanists started criticizing the Doctrinale and its non-classical Latin, it gradually 
fell into disfavour (cf. Post 1954:144-6).1 The anonymous author of the Exercitium puerorum also 
disapproved of the existing practice of teaching Latin grammar, but he avoided attacking Alexander de 
Villa Dei. In the Exercitium's prologue the commentaries written on the Doctrinale were criticized, not 
the Doctrinale itself. "Alexander" was occasionally referred to as an authority, although his rules did 
not always prove to be impeccable and often needed supplementing. 
 According to the publisher Geraert Leeu, the Exercitium was suitable for a large target group of 
pueri, fratres, sorores, mercatores, ceterique seculares aut religiosi ‘boys, brethren, sisters, merchants 
and other secular or religious people' (cf. the second colophon on page 351 of the Exercitium). 
Although part of that group, especially the pueri, may have become familiar with the Exercitium at the 
Latin school, the manual was explicitly recommended for self-education. Students were expected to be 
able to understand and learn the rules without help of a teacher.2 Whether it functioned mainly in 
school education or self-education, the Exercitium appeared to be a success: many editions followed 
the first one, both in the Dutch and German area.3 
                                                 
1In the southern part of the Netherlands it was ousted officially in the beginning of the sixteenth century by 
Johannes Despauterius' Rudimenta, which book was exclusively designated by the synod of Mechelen to be used 
at the Latin schools (cf. Kooiman 1913:14). 
2Cf. quem quisque parvo labore (...) sine preceptore discere posset in the colophon after the first part of the 
Exercitium and ut quisque sine preceptore eas discere, scire et intelligere possit in the colophon after the second 
part. In all quotations I refer to the first edition of 1485. My added page numbering starts with the title-page and 
includes the two missing pages in the copy of the 1485 edition, kept in the Bibliothèque Nationale in Paris. The 
missing pages (167 and 168) are supplemented from the 1488 edition. 
3Thirteen editions are mentioned in the Gesamtkatalog der Wiegendrücke, vol. VIII, Stuttgart/ Berlin/ New York 
1978, 160-166. Three more, published after 1500, are to be found in Joh. Müller, Quellenschriften und Geschichte 
des deutschsprachlichen Unterrichts bis zur Mitte des 16. Jahrhunderts, Gotha (1882:245). I examined all Dutch 
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 In the history of Latin teaching and learning the successful Exercitium Puerorum proves to be an 
alternative for the Doctrinale and an example of a different approach. The Exercitium is also 
interesting in yet another respect: it comprises early grammatical observations on the vernacular. 
Although it is hard to believe that the mother tongue was not used as a tool in the medieval practice of 
teaching Latin, we have hardly any knowledge of the observations made on the mother tongue and its 
contrasts with Latin. This makes the information offered in the Exercitium so important. Moreover, we 
get the opportunity to assess the value of the vernacular data presented and its description, by 
comparing them with Middle Dutch data well-known from other sources. As the earliest descriptions 
of the Dutch vernacular date from the second half of the sixteenth century, it is worthwhile examining 
how an unknown author described Middle Dutch characteristics nearly a century earlier than the first 
complete printed grammar, the Twe-spraack vande Nederduitsche letterkunst (1584), was published. 
 
2.The vernacular in a Latin grammar book 
 
The five chapters of the first part and the eight chapters of the second part of the Exercitium are all 
split up into daily portions, as indicated by the title per dietas distributum. According to that thorough 
scheme, one could have gone through the book in twenty-four days. Translations and explanations in 
the vernacular occur both in the first part on morphology, and in the second one, predominantly 
dealing with syntax. For example, above the paradigm of haec morus parva on page 60 the translation 
een cleen moerboem ‘a small mulberry-tree' is found. Series of Latin verbs are often accompanied by 
their vernacular translation. Occasionally examples in the mother tongue clarify a grammatical 
concept. This occurs, for instance, when the question rises how to identify an adjective and the 
following practical advice is given: 
 
Dico si ad vulgare nominis possit addi man oft wijf / illud est adiectivum. Si non est 
substantivum. Exemplum fortis est adiectivum quoniam ad vulgare eius potest addi man ende 
wijf / ut bene dicitur sterc man / sterc wijf. Sed equus est substantivum / quoniam non bene 
dicitur / peert man peert wijf. (Exercitium 23)  
[I say: if a noun in the vernacular could be combined with man oft wijf ‘man or wife', then it is 
an adjective; if not, it is a noun. For example: fortis is an adjective, as the vernacular equivalent 
can be combined with man ende wijf with the acceptable result sterc man / sterc wijf ‘strong 
man/ strong wife'. Equus, however, is a noun, as one cannot say peert man, peert wijf ‘horse 
man, horse wife'.] 
 
The vernacular not only plays a minor explanatory role. Special attention is paid to the mother tongue 
in a lengthy chapter dealing with translating from Latin into the vernacular and vice versa (Exercitium 
156-192). Here the author describes the major differences between the two languages. The 
descriptions of the vernacular data show dialect variation in the various editions. The Deventer 
edition of 1489, for example, contains clear instances from the eastern Middle Dutch dialect, such as 
olders, solde, holt instead of western and southern ouders ‘parents', soude ‘should' and hout ‘wood'. It is 
not the only thing worth noticing. Other observations and descriptions in the chapter involved 
deserve further attention, especially the comments on the case system and the representation of 
several verbal data. 
 
 
 
 
                                                                                                                                                                  
(Antwerp 1485, Antwerp 1488 and Deventer 1489) and several German editions. For the Exercitium editions and 
their somewhat complicated printing history the reader is referred to M.J. van der Wal, ‘Latijn leren en de 
moedertaal observeren: grammatikale opmerkingen over de volkstaal in het Exercitium Puerorum 1485', 
Gramma 12 (1988), 243-257. 
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3.The case system and the verbal conjugation discussed 
 
Dealing with the question how to translate the Latin cases the author notices the lack of 
morphological case distinctions between the nominative and accusative in Middle Dutch. It is 
illustrated by the following examples: 
 
Equus currit   een peert loopt   ‘a horse runs' 
equum video  een peert sye ic   ‘I see a horse' 
Custos cantat  die coster singhet  ‘the verger sings'  
custodem audio die coster hoer ic  ‘I hear the verger' 
Domus cadit   dat huys valt   ‘the house falls' 
domum vendo  dat huys vercoop ic 'I sell the house' 
   (Exercitium 157) 
 
This representation of the facts squares with the decline of the case system during the Middle Dutch 
period. By the end of the fifteenth century Dutch case endings had almost completely eroded. 
Prepositional phrases take over functions previously performed by case endings. Prepositions are also 
mentioned in the Exercitium, such as van to represent the Latin genitive and tot, te/ten in case of the 
dative (Exercitium 158-9). Word order is taken into consideration too: both pre-position and post-
position of the genitive are said to occur, which is illustrated by des capittels raet ‘the board of the 
chapter', der kercken capellaen ‘the curate of the church' and een scriver des boecs ‘a writer of the 
book', dat fundeersel der kerken ‘the foundation of the church' (cf. Exercitium 158). Occasionally the 
frequency of phenomena is indicated: the Exercitium (p. 158) rightly states that for the genitive plural 
mostly der is used, sometimes the prepositional phrase with van, but never des. 
 The observation and description of the Middle Dutch case data prove to be accurate. In the German 
Exercitium editions some adaptations were necessary, but these were mainly restricted to the 
examples given. As the German version is an almost faithful copy of the Dutch original, one may guess 
the result: the statement that morphological case distinctions are lacking between nominative and 
accusative, is followed by the contradictory examples Custos cantat, der custor singt, Custodem audio, 
den kuster hor ich. A rather sloppy adaptation also comes to the fore where the preterite formation of 
verbs is discussed. In the 1485 edition the Latin imperfect is said to correspond sometimes with a 
Middle Dutch preterite formed by means of the suffix -de, such as amabam—ic minde ‘I loved', 
docebam—ic leerde ‘I taught', promittebam—ic gheloefde ‘I promissed' etc., sometimes with a 
preterite formed by vowel gradation, such as legebam—ic las ‘I read', scribebam ic screef ‘I wrote', 
bibebam ic dranc ‘I drank', equitabam ic reet ‘I rode', in which case no rule can be given (Certa lex de 
isto dari non potest! Exercitium 162). One should note that this description is not complete. The weak 
preterite is formed by means of the suffixes -de or -te (maecte ‘made'), depending on the phonetic 
context. In the case of a voiceless final stem consonant, -de is assimilated to -te. The weak Middle 
German preterite even shows the suffix -te under all circumstances. Literal adoption of the 1485 text 
implies an evidently false description in several German editions.4 In what follows the German 
editions will be left aside and I shall confine myself to an evaluation of the 1485 edition. 
 
4.Classification of the verb: the Exercitium and the grammatical tradition 
 
According to Donatus those verbs are active which end in -o and become passive when an -r is added 
to them (lego—legor); those verbs are passive that end in -r and become active when -r is deleted; 
                                                 
4This is the case in the Hagenau edition of 1491 and the Leipzig edition of 1493. To avoid this mistake a slight text 
adaptation occurs in other German editions (Straatsburg 1494, s.l. 1500 and Mainz 1506) in which the Latin 
quandoque vulgarizatur per de in fine ‘often it corresponds with vernacular final de' has been changed into 
quandoque vulgarizatur per e in fine. 
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those verbs are neuter which end in -o, but cannot become passive (sto, curro). The three different 
kinds of verbs correspond with three semantic characteristics: the verb is a part of speech signifying 
the doing of something, or the suffering or neither of them. The Exercitium author does notice a 
contradiction between formal distinctions and semantic characteristics in case of the so-called neuter 
passives. The meaning of these verbs is passive, but the morphological passive distinction is lacking, 
such as in: 
 
Exulo avi atum   ic werde ghebannen ‘I am banned' 
vapulo avi atum  ic werde gheslaghen ‘I am beaten'  
veneo ivi venum  ic werde vercoft  ‘I am sold' 
fio factum sum   ic werde ghemaect ‘I am made' 
   (Exercitium 144) 
 
The deponentia are another notorious problem in this respect, having only passive and no active 
formal characteristics. The definition of the deponentia does not deviate from the grammatical 
tradition: a deponens is a verb "quod terminatur in r et non potest dimittere r si dimittat r, iam non est 
latinum ut loquor sequor, non enim dicitur loquo sequo" [which ends in r, from which r cannot be 
deleted; if the r is deleted, the verbal form is no longer Latin, such as loquor, sequor; loquo, sequo 
cannot be said] (Exercitium 135).5 The Exercitium adopts the classification active, passive and neuter 
verbs. This implies that active verbs have to comprise verbs ending in -o as well as the deponentia 
ending in -or and passive verbs include the neuter passives in -o already mentioned. 
 In the grammatical tradition the definition of passive is connected with the morphological, synthetic 
Latin passive, although the passive perfect and pluperfect were constructed by the analytic pattern 
esse plus past participle. More analytic passive patterns arose after the classical period, in Vulgar 
Latin. Beside the morphological passive forms laudor ‘I am praised', laudabar ‘I was praised', analytic 
constructions such as laudatus sum ‘I am praised' and laudatus eram ‘I was praised', formerly only 
indicating perfect tenses, came into use. Subsequently, a new perfect (laudatus fui ‘I have been 
praised') and pluperfect (laudatus fueram ‘I had been praised') arose. One should therefore note that 
in the Middle Ages laudatus sum/ eram may be ambiguous, indicating both the perfect and pluperfect 
passive tenses, according to the original classical system, and the imperfect tenses, according to the 
new system. The variation amor - amatus sum ‘I am loved' is not to be found in the Exercitium, but the 
variation amatus sum - amatus fui ‘I have been loved' does occur. For example, the paradigm of the 
impersonal passive on page 15 shows the perfect tense amatum est vel [or] fuit ‘love has been shown' 
and the pluperfect amatum erat vel fuerat ‘love had been shown' and similar variation for the 
subjunctive, the future and the infinitive. We have to take this variation and the ambiguity involved 
into account when we concentrate on the translation of passive forms into the vernacular in the 
following sections.  
 
5.Reflection of Middle Dutch language variation  
 
The verb werden ‘to become' plus past participle occurs in the Middle Dutch paradigms which 
correspond with the Latin passive present and imperfect indicative. As we know, the original pattern 
of vowel gradation is infinitive (and present) werden—preterite singular wart—preterite plural 
worden—past participle worden, but it allows variation. Several variant forms may be found in the 
Exercitium, for instance in the following paradigm: 
 
present indicative: e / o      preterite indicative: a/ ae against once e 
ic werde gheroepen vanden vader   ic wart 
‘I am called by the father'     ‘I was [called]' 
                                                 
5A similar definition is found in Donatus (cf. M.H. Jellinek, Geschichte der neuhochdeutschen Grammatik von den 
Anfängen bis auf Adelung, 2 vols. Heidelberg 1913/14, II:285). 
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du words gheroepen vanden vader  du waerst 
‘you are called by the father'    ‘you were [called]' 
hi wort gheroepen vanden vader   hi wart‘ 
 
The tendency to extend singular a to the plural preterite forms can be observed and the remarkable 
e/o alternation in the present indicative also shows up in the subjunctive and infinitive (cf. Exercitium 
173). Alongside the third person singular present indicative wort also wert occurs: cf. daer wert 
gheluyt van die coster, ‘[the bells] are rung by the verger' (Exercitium 177). Wij werden and wert are 
both homonymous as shown in the paradigms above and the following impersonal or subjectless 
passive paradigms respectively:  
 
pugnatur ‘a battle is fought'      men vicht vel  daer wert ghevochten 
pugnabatur ‘a battle was fought'    men vachter vel daer wert ghevochten 
pugnatum est ‘a battle has been fought'  men heefter ge. daer is ghevochten 
pugnatum erat ‘a battle had been fought' men hadder ge. daer wert ghevochten 
pugnabitur ‘a battle will be fought'   men salder vech. daer sal werden ghevochten 
  (Exercitium 178) 
 
The non-systematic vowel variation of the verb werden is often assumed to be due to dialect variety 
and chronological changes, reflected in the textual tradition. This obviously cannot apply to the first 
Exercitium edition.6 What most surprises at first sight is the fact that the non-systematic variation 
does not give the author any reason to comment on it. Neither does another variation phenomenon. In 
Middle Dutch two passive constructions were available in the present, preterite and infinitive: the one 
with the auxiliary werden plus past participle and the other with sijn ‘to be' (cf. Van der Wal 
1986:175-181). This variation occurs occasionally in the Exercitium, again without any comment. 
Observe the following examples: du sulst werden of sijn gheroepen ‘you will be called' and laet ons 
sullen werden gheroepen ‘let us be called' against laet si sullen sijn gheroepen ‘let them be called'. 
 
6.  The impersonal passive: an interference phenomenon?  
 
The discussion of the Latin impersonal verbs on page 176 concerns both the active ones, ending in -t, 
such as placet, delectat ‘it pleases' and the passive ones, ending in -tur, such as curritur ‘running is 
taking place'/ ‘people are running', pulsatur ‘ringing is taking place'/ ‘someone rings [the bells]'. The 
first group has to be translated with help of het, the second by means of men. Additionally another 
translation of the passive impersonal verbs is mentioned on page 284, viz. daer wert. Examples are 
pulsatur campanas—men luyt die clocken ‘one rings the bells' and pulsatur a custode—daer wert 
gheluyt van die coster ‘[the bells] are rung by the verger'. Latin pulsatur a custode is a real impersonal 
or subjectless passive, but pulsatur campanas is an amazing example. Against the Latin grammatical 
rules it shows an accusative object, campanas. If the bells had to be mentioned, correct Latin would be 
the personal passive pulsantur campanae ‘the bells are rung'. It does not prove to be just a slip of the 
pen as the following Latin paradigm and its translation reveal. Cf.: 
 
pulsatur campanam      men luyt die clocke      ‘one rings the bell'  
pulsabatur campanam     men luyde die clocke     ‘one rang the bell' 
pulsatum est vel fuit campanam  men heeft gheluyt die clocke   ‘one has rung the bell' 
pulsatum erat vel fuerat campanam men hadde geluyt die clocke   ‘one had rung the bell' 
pulsabitur campanam     men sal luyden die clocke    ‘one will ring the bell' 
   (Exercitium 177) 
 
                                                 
6Dialectal variation would only be a plausible explanation if author and type-setter can be proved to have written 
or spoken in different dialects. 
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Here the impersonal passives are also accompanied by an accusative object, the singular campanam. 
As a rule, neither in classical nor in Vulgar Latin does an impersonal passive with accusative object 
occur.7 The curious data under discussion ask for an explanation. Language interference may be a 
plausible explanation. Much attention has generally been paid to Latin influence on the vernaculars in 
Western Europe, especially influence at the lexical level. It must be kept in mind, however, that the 
vernacular may also have had an impact on the Latin usage of bilinguals. In Latin texts Dutch Latinized 
words were used such as dicus ‘dike', buta ‘fine' and even Dutch idiom was literally translated into 
Latin, such as scire exterius—van buiten kennen ‘to know by heart', hoc transit mihi ad cor—dit gaat mij 
ter harte ‘I have this at heart' (cf. Van der Wal 1992:105-6). The Middle Dutch translation men luyt 
‘one rings', which allows an object, may have led to the unjustified adding of a Latin accusative object 
to pulsatur, following the Middle Dutch pattern.  
 
7.Tense distinctions: questions and problems 
 
The author of the Exercitium states that Latin examples with a or ab and an ablative have to be 
translated through daer wert:  
 
Pulsatur a custodedaer wert gheluyt van die coster   ‘[the bells] are rung by the verger' 
pulsabatur a custodedaer wart gheluyt van die coster  ‘[the bells] were rung ...' 
pulsatum est a custodedaer is gheluyt van die coster  ‘[the bells] have been rung...' 
pulsatum erat vel fueratdaer wart gheluyt etc.    ‘[the bells] had been rung...' 
   (Exercitium 177)  
 
An interesting translation advice follows this paradigm: the pluperfect has to be translated in exactly 
the same way as the preterite, i.e. by wart. We are confronted here with the question whether this 
remark implies that the author does not want to transfer the precise Latin tense distinctions to Middle 
Dutch. As all Germanic languages, Dutch originally had only two tenses, the present, indicating present 
and future time, and the preterite, indicating the past. The Middle Dutch preterite dede may indicate 
the past in all its facets: not only the simple past ‘did', but also the pluperfect ‘had done'. An example of 
the latter is: Die joncfrouwe ende die knapen bede seiden dat hi stoutheit dede ‘the lady and the two 
young men said that he had done a brave thing'. Passive was ghedaen may also represent both ‘was 
done' and ‘had been done' (cf. Van der Wal 1986, in particular pp. 128-130). In a similar way one 
would expect wart ghedaen to indicate both the preterite and the pluperfect, but in my experience 
unambiguous text examples are difficult to find in other sources. With his remarkable comment the 
author of the Exercitium takes a stand in the matter. For the impersonal passives both Latin preterite 
(imperfect) and pluperfect correspond with one and the same Middle Dutch translation, wart plus 
past participle.8 It remains unclear whether, in the author's opinion, the Dutch tense system as a 
whole differs from Latin in this respect. Elsewhere, the Latin (active) pluperfect is said to correspond 
with Middle Dutch hadde ‘had' and no further comment on a differing tense system is given (cf. 
Exercitium 161). From these we may infer that the author does not deny the existence of a pluperfect 
as such in Middle Dutch. 
 The Latin passive perfect and pluperfect correspond with the so-called tripartite forms in the 
vernacular. Cf. the paradigm ego vocatus sum vel fui ‘I have been called': 
 
                                                 
7Apart from some rare examples in W.M. Lindsay 's The Latin Language (Oxford 1894:521), such instances are 
not to be found in the various Latin grammars which I consulted. A. Ernout and F. Thomas in their Syntaxe latine 
(Paris 19532) explicitly state that Latin, unlike Oscan-Umbrian and the Celtic languages, does not show examples 
of an impersonal passive with an accusative object such as hanc rem paratur. 
8In the earlier paradigm of pugnatur, dealt with in section 5, both preterite and pluperfect are also represented by 
the same daer wert ghevochten. 
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Ego vocatus sum vel fui    ic ben/ of heb gheweest gheroepen 
tu vocatus es vel fuisti    du bist/ of hebbes gheweest gheroepen 
ipse vocatus est vel fuit    hi is oft heeft gheweest gheroepen 
Nos vocati sumus vel fuimus  wij sijn of hebben gheweest gheroepen 
vos vocati estis vel fuistis   ghi sijt of hebt gheweest geroepen 
ipsi vocati sunt vel fuerunt   si sijn of hebben gheweest gheroepen 
  (Exercitium 171) 
 
In Middle Dutch beside the commonly used combination sijn ‘to be' plus past participle (ic ben 
geroepen ‘I have been called'), which indicates the perfect tenses, tripartite constructions (ic heb 
geroepen geweest/ ic ben geroepen geweest and ic heb geroepen geworden/ ic ben geroepen geworden) 
arose as a more recent development during the late medieval period. The interpretation of the 
Exercitium paradigm above is not without problems. The question may be asked whether we have to 
do with the two variant forms ic ben gheroepen and ic heb gheweest gheroepen—fully corresponding 
with Latin sum and fui—or with two tripartite forms ic ben gheweest gheroepen and ic heb gheweest 
gheroepen. The perfect of the verb sijn allows auxiliary variation: alongside original hebben geweest 
the combination sijn geweest occasionally shows up in texts. If the author only uses the auxiliary 
hebben, the ambiguity in the paradigm could be solved. We need to know the author's practice in this 
respect, but the paradigm esse does not occur with a Middle Dutch translation in the Exercitium. 
Neither do other paradigms shed any light on the matter. In the pluperfect (Ego vocatus eram vel 
fueram ‘I had been called') no Middle Dutch variation at all is found in the translation ic hadde sijn 
gheroepen (cf. Exercitium 171). The commonly used ic was geroepen, the earlier recommended ic wart 
gheroepen and the tripartite constructions ic ware (hadde) gheroepen geweest (geworden) are 
surprisingly lacking, while sijn functions as a so-called infinitive pro participle. Against the impersonal 
passive pluperfect, this pluperfect has its own Middle Dutch translation which is not identical with the 
preterite (imperfect) one. These different translations may *imply the author's *acceptance of a 
Middle Dutch pluperfect. Additionally, we may conclude that with the material available the ambiguity 
ic ben/ of heb gheweest gheroepen cannot be solved.  
 
8.Evaluation and conclusions 
 
In evaluating the Exercitium we must neither underestimate nor overestimate its observations on the 
vernacular. The accurate observation of the Middle Dutch case data reveals the author's clear view on 
the morphological differences between Latin and his mother tongue, a view which was not obscured 
by the wish to follow the Latin model. On the contrary, one intriguing case of vernacular influence on 
Latin usage was to be found: the Latin impersonal passive with an accusative object. Reflection of 
Middle Dutch language variants occurs, but variation passes by without comment. A plausible 
explanation can be given both for the lack of further comment and for inconsistent presentation of 
Middle Dutch data: the author was focussed on morphological and syntactical differences between 
Latin and the vernacular, not on Middle Dutch as such. Vowel variation and the Middle Dutch 
translations were not his primary concern. The author's focus on Latin plays a role in the discussion of 
the Latin and Middle Dutch tense distinctions. On the one hand he stresses the one and only preterite 
form wart/ wert plus past participle against the Latin imperfect and pluperfect tense distinctions 
where the impersonal passive is concerned. On the other hand, several translations of Latin paradigms 
are artificial efforts to represent the complicated Latin tense system. Apart from examples already 
mentioned, we note the translation of hoc est facile vocatu ‘this is easy to be called' with dat is licht om 
werden sijn gheroepen (Exercitium 170). The curious accumulation of auxiliaries (werden sijn) is also 
found in one of the gerundive translations. Liber legendus ‘a book that has to be read' has been 
translated as een boec weerdich om worden ghelesen te sijn and pater amandus est a filio ‘the father 
has to be loved by the son' as die vader is weerdich om worden ghemint te sine (Exercitium 182). 
 We have used the Exercitium for another purpose than it was written for. Nevertheless, we got a 
clear view of the author's working method. He draws the attention of the Latin learners to the main 
contrasts with their native language. In a period in which the vernacular was not considered worth 
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studying, it is the beginning interest in language differences that gives the Exercitium a surplus value 
against other Latin textbooks. 
 
Author's address: 
 
Marijke J. van der Wal 
Willem de Zwijgerlaan 1 
NL-2341 EG  OEGSTGEEST 
The Netherlands 
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Erasmus and Foreign Language Acquisition1 
 
Gerard J. Luhrman 
 
 
During the autumn of the year 1414 a host of churchmen, jurists, and scholars set out for Constance in 
Southern Germany to attend the Council that should put an end to the Great Schism and deal with the 
heresy of Jan Hus. Amongst them was the famous Poggio Bracciolini, a notary public by profession, but 
also a great lover and connoisseur of old manuscripts. Instead of attending the meetings and wasting 
his time in idleness in Constance—to use his own expression—, he set out on the difficult twenty-mile 
trip to the Benedict monastery in St Gall, renowned for its huge collection of old books. There, 
 
in the middle of a well-stocked library, too large to catalogue at present, we discovered 
Quintilian, safe as yet and sound, though covered with dust and filthy with neglect and age. 
The books, you must know, were not housed according to their worth, but were lying in a most 
foul and obscure dungeon at the very bottom of a tower, a place into which condemned 
criminals would hardly have been thrust. (Symonds 1960:99) 
 
Poggio, well aware of the significance of his find, sent enthusiastic letters to his friends. Indeed the 
Institutio oratoria (1st century A.D.) is not only a rhetorical handbook, but the most sophisticated trea-
tise on education classical Antiquity could provide. In the opinion of many humanist schoolmasters 
and scholars this was "the long lost grail in which the educational wisdom of the ancients had been 
placed" (Bowen II 1975:220). Two of Quintilian's main conceptions, in particular, made a deep 
impression: 1) the old Isocratian idea that it is language, but not reason, that differentiates man from 
other animals and 2) the idea that this faculty, natural as it may be, still is strongly in need of 
cultivation. In brief, the orator is the ideal type of man. 
 Indeed, one of the most conspicuous features of 14th and 15th century humanism as an intellectual 
movement is the keen interest in education shown by many of its representatives. People such as 
Petrus Paulus Vergerius, Leonardi Bruni d'Arezzo, Vittorino da Feltre and Guarino Guarini, stimulated 
not only by the rediscovery of the Institutio oratoria, but also by the translation from the Greek some 
years before of pseudo-Plutarch's On the education of children, were the first to implement this inter-
est in pedagogical theory. Vergerius and Bruni wrote discourses on education, whereas the latter two 
were active as teachers, but did not publish on this subject. Details of daily life at Guarino's school in 
Ferrara were reported in 1459 by his son Battista in a treatise called De ordine docendi et studendi (On 
the Order and Method of Teaching and Studying). Here we find again the general prescriptions, which 
are typical for humanist pedagogy: a high confidence in the value and result of a humanist education 
along with the concern for the choice of the teacher, and the importance of a sensible and kind 
                                                 
1 Repr. in: G.J. Luhrman (2006): Studies in Humanist and Rational Gr ammar. Amsterdam: Stichting Neerlandistiek 
VU; Münster: Nodus Publikationen, 29-41. 
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approach to children. The new type of school, often called gymnasium, covered the period from early 
childhood until adolescence, although it did not explicitly prepare for a university study. In the 
gymnasium a key-position was given to verbal learning or what was called Letters, consisting of 
grammar, rules of composition, logic, rhetoric and poetry. It is remarkable that in this context no 
attention is paid to the system of the seven liberal arts, the trivium and the quadrivium. 
 Guarino was in many regards a practical-minded man. Taking care of many minor details of 
teaching, he assigned a central place in the curriculum to Latin and Greek. His grammatical textbook, 
the Regulae grammaticales (before 1418), struck contemporaries by its extreme conciseness. As his 
son Battista declares, its aim was to provide just enough material to enable the student to read and 
write correctly. In this way a new point of view was introduced into grammar and here, for the first 
time in language education, an effort is made to rank the interests of students higher than the require-
ments of traditional erudition. Building on medieval predecessors, Guarino emphasized syntax, in 
particular verbal syntax. Accordingly, an important place in this grammar was assigned to the 
subclassification of the verb and its subcategorization features.  
 Later on, the publication of Laurentius Valla's grammatical writings and the gradual rediscovery of a 
number of lesser grammars of late classical antiquity constituted important milestones in the history 
of syntax (Jensen 1990:79,80). Remarkable in this period is the trend towards greater comprehen-
siveness of coverage, as manifested in Perrotti's Rudimenta grammatices from 1473, which combines 
‘elementary grammar (in the form of a Latin morphology), more advanced grammatical topics, and 
finally prose composition' (Percival 1981:256) and especially somewhat later in Pasius's De rebus non 
vulgaribus (1504), which combines a technical grammar for an advanced level with discussions on 
various issues relative to the theory of grammar and with remarks on rhetoric and also on literature 
in an effort to implement the Humanitas, the education, which in accordance with the ideas of Cicero 
and Quintilian, links grammar with rhetoric and the study of literature. Another characteristic of 
humanistic grammars is the interest in vocabulary. 
 For our purposes it is sufficient to acknowledge that the publications of this and similar works 
during the decades just before and after 1500 resulted in discussions on the aims, nature and scope of 
grammar. As many different options could be considered, the status of grammar in this period was 
rather uncertain. In this connection the controversies about the contents of logic and rhetoric in the 
same period are also worth mentioning. Somewhat generalizing one could even say that, during the 
decades surrounding the turn of the century, religion as well as society and science still retain the 
potentiality of developing into many directions, whereas half a century later definitive decisions were 
being taken in many domains for better or for worse. This holds for church and society, but also for 
more modest fields such as education and the teaching of grammar. 
 Many of these developments affected young Erasmus, educated in various places in the Low 
Countries, where the new ideas from Italy rather slowly found acceptance. It was in Deventer, where 
he stayed from 1478 to 1483, that he made his first acquaintance with the world of classical studies. 
"From Hegius and Sintheim the school drew some savor of true Letters: and so by contact with boys in 
Sintheim's classes I got glimpses of higher things" (Woodward 1904:3). On the whole, however, 
Erasmus's judgements on the content and method of teaching in Deventer were rather unfavorable. 
He did not like his school in 's-Hertogenbosch some years later either, although it was probably here 
that his characteristic kind of inward and irenic piety was formed. Another important stage in the 
development of Erasmus as a scholar was his residence in the monastery of Stein near Gouda, which 
owned a fine collection of books and manuscripts. There he stayed for ten years and had plenty of 
time to read and write and to cultivate literary as well as ordinary friendships. There, at the age of 18, 
he also wrote his first work in prose, an epitome of the famous Elegantiae Linguae Latinae of 
Laurentius Valla. For the rest, although the monastic mode of life offered him the chance to follow his 
bent for literature and learning and to establish his reputation as a scholar, Erasmus did not seem to 
have been very happy at Stein either. So he was glad to accept the invitation by the bishop of Cambrai 
to become his secretary (1493). The bishop sent him to Paris in order to study theology at the 
Sorbonne, but Erasmus devoted himself again to the study of the classics and this time made a 
beginning with Greek. We do not know very much about Erasmus's university activities, but his stay in 
Paris, however, is consequential in other respects. Being rather poor for the most part of his life, he 
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was obliged to earn his living as a teacher of Latin. This fact had effects upon his later career, as the 
private tutorials he gave not only helped to develop his ideas in educational matters, but also brought 
him in contact with William Blount, who was not only a pupil, but also a friend. In May 1499 Erasmus 
accompanied Blount to England, where he was cordially welcomed by a group of congenial scholars, 
including Thomas More, the future author of Utopia, and John Colet, a famous theologian and a good 
classical scholar, who both were to become lifelong friends to Erasmus. It was Colet, who introduced 
Erasmus to the Platonism of Ficino and modern theology and exegesis and who induced him to broach 
the study of the New Testament in a grammatical way. During the next decade Erasmus, staying 
mainly in Paris and Italy, tried to perfect his Greek. "I have turned my attention to Greek. The first 
thing I shall do," he wrote to his Dutch friend Batt, "as soon as the money arrives, is to buy some Greek 
authors; after that, I shall buy clothes". In the meantime he had published some of the works that were 
to bring him great fame: the Praise of Folly, the Adagia.  
 Leaving aside, however, Erasmus's literary and theological accomplishments, we shall focus upon 
the writings on education that appear in the years just after 1510. In this period Erasmus's fame as a 
scholar in especially Latin language and literature is well established and he is invited, probably by 
William Blount, to come over to England and to celebrate Henry VIII's accession to the throne. He 
resumed his friendships with More and Colet, who, in the meantime, had become Dean of St Paul's and 
had founded a new school that should provide a liberal kind of teaching. Erasmus, being asked for 
assistance, contributed in his typical way to this enterprise and wrote a number of books. 
 In order to characterize those works it should be observed that for the adult Erasmus, living was 
writing and writing was living. Moreover, many of his numerous later works were dedicated to 
educational issues in which language, language instruction and language behaviour occupied a promi-
nent place. It could even be maintained that no writer before him showed such a passionate engage-
ment in matters of language acquisition. In fact, it was Erasmus in the first place who was responsible 
for making education and hence language acquisition in the 16th century into a predominant preoccu-
pation of princes and influential citizens. Of course, in many respects Erasmus was influenced by his 
Italian precursors and by Quintilian in particular. Characteristic of Erasmus, however, is the personal 
way in which these conceptions are assimilated. Familiar classical themes are enlivened not only by 
serious and at the same time witty comments, but also by accounts of his own experiences. Many of 
Erasmus's works thus combine the features of a textbook with those of an essay on various subjects, 
such as war and peace, the life of monks, social abuses, etc. Uncommon is his optimism relative to the 
possibility of changing life, society, and church by educational reforms and, perhaps as a result of this, 
his quasi-missionary zeal. "Education overcomes everything" and "Men are not born, believe me, they 
are created" are two of his favourite expressions. 
 It must always be borne in mind that writing is Erasmus's favourite way of acting. Neither in 
religion, nor in education is he a man of practice or of pure theory. He has rightly been characterized 
as a theoretician of practice or as the teacher of teachers. Worth noticing, finally, is the pithy style in 
which his ideas find their expression. 
 It has been observed that in most respects Erasmus agrees with Quintilian (Hofer 1910:219). In 
particular Quintilian's main conception as to the uniqueness of language pervades Erasmus's 
educational doctrine. For instance, in the De recta Latini Graecique sermonis pronuntiatione dialogus 
(first edition 1528) Erasmus makes several fascinating observations on the rôle of language in the life 
of men. The main subject of the dialogue is the education of the young. The two partners are Leo (the 
lion) and Ursus (the bear). Leo, declares: "I have learnt from Galen what differentiates man from the 
other animals, or brutes as they are called, is not reason, but speech". But mere talking is not enough. 
Leo is afraid:  
 
that he (Leo's son) will not talk like a man. The majority of people as far as I can see bark like 
dogs, whinny like horses, grunt like pigs, moo like cows, yelp like foxes, crackle like grass-
hoppers, blather like camels, trumpet like elephants, growl like boars, roar like leopards, groan 
like bears, bray like donkeys, bleat like sheep, honk like geese, squaw like woodpeckers, caw like 
crows, croak like ravens, rustle like storks, hiss like geese, and in short remind you of every sort 
of animal rather than speak in a human and humane manner. (LB I 913D) 
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In brief: both are required, a culture of language and a language of culture. Now, as none of the 
vernaculars, except perhaps Italian, can boast of a well-developed literature at that time, the choice of 
classical Latin as the unique vehicle of culture is a natural result of this conception. Erasmus, being 
aware of the fact that Spanish, French and Italian are cognate languages, considers these languages as 
idioms that have been corrupted by illiterate people. One should not forget that this is still the period 
in which it does not seem unrealistic to hope for - amongst other things -a revival of classical Latin, 
although already some Italian humanists have been arguing in favour of the vernacular. For Erasmus 
Latin -much more than classical Greek - was indeed a living language and, one could add, the only 
living language.2 "Within Greek and Latin", he declares, "are contained all the knowledge which we 
recognize as of vital importance to mankind" (LB I 521). Of course, the choice of (a type of) Classical 
Latin is in line with what has been called Erasmus's universalism as well.3 
 Not unexpectedly, Erasmus turns out to be an advocate of the broad type of grammar we discussed 
before. "Grammar", he says, "includes rhetoric" (Institutio principis LB V 661). In another context he 
declares grammar to be the foundation of all disciplines. Grammar in this sense is for him much more 
than ‘technical' grammar, which deals with the inflections of nouns and verbs, and also with the agree-
ment between subject and predicate, but has to be understood as the systematic study of the correct 
and proper way of speaking, only to be realized by the many-sided reading of the Ancients.4 
 These are some of the general ideas which inspired the individual works Erasmus has devoted to 
educational issues. In the above-mentioned De Ratione Studii he describes what he considers to be the 
right method of instruction and sets forth his "choice of material as well as methods of imparting it" 
(LB I 530 A-B). In other words, this work puts the different components of grammar in the sense 
discussed above in an ordered sequence. In the same year 1511 Erasmus publishes De copia rerum et 
verborum (On the abundant style), a unique work, intended for the teaching of rhetoric, resulting from 
the experience of meticulous reading and writing during twenty-five years. A few years later, Erasmus, 
in cooperation with William Lily, head of St Paul's school, issued a concise Latin syntax, De Construc-
tione octo Partium Orationis Libellus. In later years this little book underwent many transformations to 
end up as the renowned Eton Latin Grammar. 
 In fact, more characteristic of Erasmus as an educationalist is his collection of dialogues on daily 
events, the Familiarium colloquiorum formulae or Colloquies, published in 1518, which originally was 
to provide examples of greetings and also of informal conversation. At first this work was only a text-
book with simple questions and answers intending to teach a command of pure spoken Latin by actual 
practice. Just like other humanists of this period Erasmus was aware of the fact that precisely informal 
letter writing and conversation had long been neglected subjects, but no one before him had provided 
such attractive material for the class-room. Like so many of his other works, Erasmus rewrote and 
enlarged the Colloquies, until at the end it had evolved from a manual on good language and manners 
into a comment on life and conduct. As usual Erasmus availed himself of the opportunity to express 
his views on a number of topics of the day. Frequently contemporary obscurantism in religion and 
science is berated. As a result the work was condemned by the university of Paris and was very 
                                                 
2Many present-day historians have noted the tension between Erasmus's perhaps a little bit elitist humanism and 
a more egalitarian christianism, in which biblical translations in the vernacular would be applauded. 
3Halkin, in his Critical Biography of Erasmus, wrote: 
 
A pedagogue and humanist, Erasmus believed the classical languages and ancient literature to be the 
essence of culture. Grammar, which embraced the knowledge of the languages, poetry and history of 
Antiquity, should be the basis of all knowledge, not excluding the sacred sciences to which it forms the 
essential introduction. (Halkin 1993:21)  
 
4Primum illud constat, Grammaticen esse disciplinarum omnium fundamentum, .... Quum autem Grammaticam 
dico, non sentio inflexionem nominum ac verborum,et appositi cum supposito congruentiam, sed rationes 
emendate proprieque loquendi, quae res non contingit, nisi ex multijuga veterum lectione, qui sermonis elegantia 
praecelluerunt. (Ecclesiastes LB V 851 B) 
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popular in Protestant countries. Of course, a more detailed analysis of the intricacies of this text is not 
possible in this article. 
 Some time in the late 1520s Erasmus occupied himself with the right pronunciation of both 
Greek and Latin. The De Recta Latini Graecique Sermonis Pronunciatione, written in the form of a 
dialogue, is remarkable in several respects, as again it gives evidence of the author's powers of 
observation, not only in the realm of Greek and Latin phonetics, but equally in that of the Flemish, 
Dutch, and Frisian dialects he uses to illustrate his instructions. The pronunciation of classical Greek 
proposed by Erasmus was adopted by schools in Northern Europe and taught there up to well into the 
19th century. Equally worth mentioning is the Ciceronianus, a dialogue in which Erasmus argues 
against those Italian humanists who show an exclusive preference for words and phrases used by 
Cicero. The language Erasmus favours is, on the contrary, a flexible form of Latin, a Latin composed by 
himself out of all the good classical writers. It should above all be a living language, a language adapted 
to the situations of the century in which one lives, whereas the blind imitation of Cicero is tantamount 
to treating Latin as a dead language.  
 The works mentioned above give an indication of what Erasmus meant by the word "grammar". 
Now it becomes clear that, when Erasmus, referring to himself, says that he approaches the New 
Testament as a grammarian, he means that he uses methods known from the study of classical lite-
rature and rhetoric. This philological approach then takes into account the cultural context, the 
context of situation, the idiosyncrasies of the individual writer, etc. 
 Erasmus has equally considered the question of how to realize instruction in this broad type of 
grammar in an educational context. According to him it is quite important to start with language 
education at a very early moment. 
 
[...] nature has planted in the youngest child an ape-like instinct of imitation and a delight in 
activity. From this quality springs his first capacity for learning. Hence as soon as he is born 
the child may be trained in conduct; and as soon as he can talk he may by virtue of the same 
imitative instinct be trained in speech and letters. (Woodward 1904:198) 
 
Knowledge, he argues, is double. There is knowledge of things and knowledge of words. The first one 
is more powerful, but the second one comes first in life. Focussing upon the vocal side of language, 
Erasmus judges furthermore the young child should hear only the best pronunciation. "Progress in 
learning a language is much furthered if the child be brought up amongst people who are gifted 
talkers." (Woodward 1904:213) Did not those famous orators, the Gracchi, own their distinction 
largely to Cornelia: "their first school was theirs mother's knee." If possible, then, parents should pro-
vide for this first stage in the education of the child. Otherwise one should look for a teacher and select 
the best one possible. 
 
In old days careful parents trained up a slave specially fit in learning that he might act as a tutor, 
or they bought one already skilled. But it were wiser that the parents should qualify themselves 
to this task. If it be objected that time is lacking, I point the flagrant waste of leisure in play and 
entertainments, and in the stupid social "duties of our station." He has but lukewarm love for his 
son who grudges the time for teaching him....in spite of drawbacks in our own day, certain 
parents have undertaken the duty of training of their own children. Amongst these I name 
Thomas More. He, although deeply occupied in affairs of the State, devoted his leisure to the 
instruction of his wife, his son, and his daughters, both in the uprightness of life and in the liberal 
studies of Greek and Latin..... 
 Should, however, neither parent be a suitable instructor to the child, then, I admit, we must 
secure the services of an able and experienced teacher. ...here the eyes of Argus himself are 
wanted. There is a proverb that teaches us that in a war a general may not make two mistakes. In 
planning his son's education a father dare hardly make one. (Woodward 1904: 201) 
 
This extremely important stage of home education in which the leading place is given to spoken 
language ends after three or four years. Thereafter a start can be made with the alphabet and even 
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with a little bit of reading and writing. Special attention has to be given to a good articulation and a 
correct pronunciation. Now the time has come to expand the child's vocabulary. At this stage the 
names of concrete objects, animals and plants can be learnt. Instruction by pictures can be very 
helpful too. Ancient stories, historical and mythical, are to be told, at times illustrated by pictures. The 
Colloquies could be used at this age. However, ‘stupid and vulgar ballads', ‘old wives' fairy rubbish', 
stories of dreams, of ghosts, witches, fairies, demons, of foolish tales drawn from popular annals are 
strictly to be avoided (De pueris instituendis, LB I 511A). The use of the vernacular must be severely 
limited. Erasmus often insists on the paramount importance of pleasant methods in this first stage of 
learning. The instructor, be it a parent or a teacher, has always to proceed "per lusum", by means of 
play. In reading the following methods could be mentioned as examples:  
 
Reading, indeed, should be attacked on methods practised in Roman schools. Letters were 
made in biscuit form and when learnt were allowed to be eaten. And other devices could be 
employed. In England I heard of a father who taught his boy to aim with bow and arrow at 
Greek or Roman letters painted on a target; a hit meant a cherry for the archer. This could be 
carried out as a competition in a class of boys: for as it was, the boy learnt all his letters, their 
names and sounds, in a few days instead of as many months. (Woodward 1904:216). 
 
In various ways the interest of the child must be nourished, by encouragement of ambition, by 
competition, by variation of subjects and teaching methods. The worst thing that could happen, 
according to Erasmus, is that the child takes a dislike to learning. 
 
Brightness, attractiveness, these make the only appeals to a boy in the field of learning. Is not 
this why the ancients fabled the muses to be comely maidens, given to the song and the dance, 
and companions to the Graces? It was their doctrine also that excellence in true learning was 
only to be attained by those who find pleasure in its pursuit; and for this cause the liberal arts 
were by them called ‘Humanitas'. (Woodward 1904:214) 
 
On the other hand, it would be wrong to make very high demands at this ‘natural' stage of language 
acquisition. As to grammar, only some simple cases of nouns and verbal inflections need to be 
memorised.  
 When the boy is six or seven, he should, according to Erasmus, attend day school from his own 
home. The classes are to be rather small: a tutor should not teach more than five or six pupils. As 
Erasmus's experience of life in monastic schools has not been too happy, he prefers schools under 
public supervision. We have now reached the second stage of language instruction, the stage at which 
vocabulary and grammar are studied in a more systematic way. Tales from Aesop and some of the 
easier conversations in the Colloquies are considered valuable for boys of this age. Much attention has 
to be given to the acquisition of a rich vocabulary. Names of everyday objects, of plants and animals, 
geographical names can easily be learned at this moment of life. This is in line with the general 
humanistic interest in individual things and words, but also with Erasmus's liking of details. At this 
stage the lessons should be amusing, or aesthetically pleasing, or offering moral instruction, or simply 
be of interest. The grammar the boys are supposed to master is an elementary grammar, consisting of 
such sections of accidence and syntax as are needed for use in easy reading and composition. Contin-
uing the Italian humanistic tradition, "the treatment is determined by the pupil's needs and powers of 
assimilation, not by the requirements of the subject regarded as an organized whole" (Woodward 
104:109). The very easy booklet De constructione or De octo partibus, counting some twenty-five 
pages, is an example of what can be used at this stage. At the third and last stage, however, the boys 
have to consult Perrotti's much more detailed Rudimenta or Valla's really demanding Elegantiae. 
These books are to be in the pupil's hands and are to be utilized in their reading of the classical writ-
ers, as well as in their own spoken or written use of Latin.  
 The reading of the great classical writers is an important element in any liberal education, but every 
humanistic educator makes his own choice. On the list of Latin writers Erasmus proposes, figure 
Terence and Plautus; Vergil and Horace; Cicero, Caesar, and Sallust. It is worth noting that Terence's 
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comedies are held in high esteem by Erasmus as well as by many other humanists, because of their 
value as a model for pure Latin conversation. As noted before, this is the aspect of the command of the 
Latin language which was neglected in earlier centuries and which humanists tried to foster. It is also 
remarkable that Erasmus does not mention any Christian Latin writers, such as Lactantius or 
Prudentius. The reading of the classical writers is valuable in itself, but has also to be instrumental in 
composition and conversation. Accordingly it involves in the first place a discussion of syntactic rules, 
which the teacher has to formulate in a simple way and to dictate for entry in note-books. In addition, 
attention should be given to the vocabulary typical of a specific writer, his idiosyncrasies, his figures 
of speech, his stylistic virtues, etc. The pupil should note, in particular, the way in which form has been 
adapted to content. To put it shortly, he has to familiarize himself with the author as a human being. 
Likewise reading is intended to be a means for acquiring a deeper understanding of a highly 
developed civilization. 
 Obviously, to realize these ideals, the teacher himself has to be a scholar with high qualifications. 
Besides these, he must be a good observer of the moral and intellectual capacities of his pupils and be 
able to organize his instruction accordingly. 
 As is well-known, fluency in speaking as well as in writing is highly valued in humanist circles. To 
attain such a command in Greek, but specially in Latin, systematic practice was considered absolutely 
necessary. However, antiquity offered guidance only in the field of speeches to be delivered in law 
courts or deliberative assemblies, whereas it did not produce any study on written composition. So 
humanist educators were obliged to maximally exploit the prescriptions relative to the different kinds 
of speech and also to the observations on style. They found much of their liking in some of Cicero's 
works, but here again it was Quintilian who proved to be of great value. 
 Inspired by this writer, Erasmus occupies himself with composition in two ways. He conceives a 
programme for the sake of the teaching of this field, proposing a number of themes and writing two 
books in order to help the student. Roughly distinguishing between an elementary stage, a more 
advanced and a final stage, Erasmus prefers to begin with themes within the range of the boy's inter-
ests. As examples he puts forward maxims, allegories, smart turns of expressions, observations on 
human conduct, all exhibiting some moral verity.  
 At the more advanced stage the student, fortified by his study of the great writers, will acquire the 
ability to produce original work in prose, under the supervision, of course, of a learned instructor. At 
first, he should practice only the epistolary genre. Then the student should gain acquaintance with 
different varieties of style; to that end he could develop a theme into a number of different genres, for 
instance, into a fable, or a short story, or a description, etc. Another exercise would be the 
paraphrasing of poetry into prose and the reverse process. Best suited to this stage, according to Eras-
mus, would be the construing from Greek into Latin, an exercise, which presents several advantages, 
such as a careful analysis of the construction in Greek, a comparison of the peculiarities of both 
languages, and a careful examination of Latin sentence-structure and vocabulary.  
 At the final stage the student is rather free as to the manner in which he develops a stated theme, 
although the teacher could give some useful hints. The art of oratory as laid down by Cicero and 
Quintilian are now to be studied in a systematic way. Attention should be paid to the structure, the 
skeleton-form of the speech, but also to the various methods by which ‘the treatment of the argument 
may be adorned, such as simile and contrast, parallel cases, moral reflection, adages, anecdotes, 
parables, and so on' (Woodward 1904:172-3). 
 One of the books that made Erasmus famous was the De duplici copia verborum ac rerum or De copia 
for short, written originally, as we have seen, for the benefit of St Paul's school. Although the influence 
of Cicero and especially the tenth book of Quintilian's Institutio is manifest in many places, Erasmus's 
claim to originality seems to be justified, even after a comparison with Agricola's De Inventione. The De 
copia is intended as a guide to the acquisition of fluency in expression. By copia Erasmus meant the 
faculty of having so many means of expression at one's disposal, that one is capable of discussing any 
subject in an appropriate way, i.e. fitting as regards audience, situation and subject. The main idea is to 
give the student the means of varying his discourse in order to retain the attention of his public. To 
that end the first part, which is dedicated to Words, deals with synonyms and a multitude of figures of 
speech. One could characterize it as a rather unsystematic and probably intentionally unsystematic 
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collection of ways to express the same thought. A relatively uncomplicated example involves various 
ways of saying "in my opinion". The English translation mentions, apart from "in my opinion", "as I see 
it", "as far as my opinion goes", "to my mind", "in my judgment", "as it seems to me", "unless I am 
mistaken", "if I have any powers of judgment", "on my vote", "on your verdict he lost" (De copia Lb I 
154C). Thus in a certain sense it is truly a book of synonyms, but it is also much more in so far as its 
leading principle is the association of one single idea with a number of different expressions, 
expressions which are often heterogeneous from a syntactic point of view. As an extraordinary feat of 
virtuosity in this field Erasmus shows that he can vary the sentence "Your letter has given me great 
pleasure" in about hundred and fifty ways and the even more difficult sentence "As long as I live I will 
remember you" in more than two hundred. In Copia rerum the word ‘res' is rather enigmatic for the 
modern reader. Where as some scholars give the translation ‘idea', it has also been argued - 
convincingly to my mind - that ‘subject-matter' would be the best rendering. At any rate, the second 
part of the book discusses different methods of expanding an argument and giving more substance to 
it by using examples, comparisons, similes and dissimiles and so on. As a schoolbook the work 
enjoyed an immense popularity during the sixteenth century and there is also some evidence that it 
influenced vernacular literature and theory of writing, at least in France (Cave 1979:9). 
 In a great number of works Erasmus has vented his ideas relative to the acquisition of classical Latin 
in an educational context. There are clearly three main components, viz. grammar, reading and fluency 
in both speaking and writing. For beginners Erasmus deems the direct method most appropriate, 
whereas at later stages a more systematic instruction using humanistic textbooks is called for. 
Education as considered by Erasmus is mainly language education, the acquisition of classical Latin, 
which, partly due to the circumstances in which he lived, was not for Erasmus a dead language. When 
reading Erasmus, one even gets the impression that the study of real things only counts, in so far as it 
provides the key to an understanding of certain classical stories or to a greater abundance in speaking 
and writing. Furthermore, it is interesting to note that Erasmus, more than Quintilian, insists that 
teachers should consider the individual talents of their students. Finally, we should not overlook the 
fact that the system of secondary education, as developed in a number of European countries, is incon-
ceivable without the efforts of humanist educationalists, particularly Erasmus. His ideas in the field of 
language acquisition were systematized and realized to a large extent in the schools founded by the 
Jesuits, but that must be the subject of another story. 
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The Unbearable Lightness of Hebrew. 
Didactic trends in seventeenth-century Dutch grammars of Biblical Hebrew 
 
Irene E. Zwiep 
 
 
0. Introduction 
 
In 1655 Johannes Leusden, professor of oriental languages at Utrecht, tells his students that he doesn't 
intend to write yet another Hebrew grammar, "quoniam plures fere linguae hebraeae grammaticae sunt 
quam hebdomadae in anno", i.e., ‘because there are almost more grammars of Hebrew than there are 
weeks in a year' (Leusden 1655: A2 v°). Only one year earlier in Groningen, his colleague Jacob Alting 
had expressed the opinion that he certainly would not mind seeing the number of grammars reduced 
when he wrote: "adeoque magis ex re fore, si quis de minuendo potius quam de augendo illarum 
numero cogitationem susciperet" (Alting 1675: *4 r°). These words are not mere rhetoric; during the 
later decades of the seventeenth century, writing Hebrew grammars was no longer the main task of 
the Christian Hebraists in the Netherlands. At the beginning of the century, however, the situation had 
been quite the opposite: in those days a good grammar of Hebrew was hard to come by. 
 In his inaugural speech of 1621, Thomas Erpenius, who originally was an Arabist but had been 
appointed Professor linguae sanctae at the Leiden university in 1620, still appears more than a trifle 
frustrated when he brings up the subject of contemporary Hebrew studies in the Netherlands. He 
portrays the candidati theologiae who exclaim, when confronted with the simplest Hebrew phrase: 
"Ebraea sunt, legi non possunt", i.e., ‘that is Hebrew, they cannot expect us to read that!' (Erpenius 
1621a: (*3) r°). And when in the course of their grammatical studies they arrive at the verba defectiva 
et quiescentia, the defective and the so-called quiescent verbs, "tempus esse arbitrantur, ut ipsi quoque 
deficiant, & quiescant", i.e., ‘they consider it about time to give up and rest themselves' (Erpenius 
1621a: (*3) r°). The number of books available was no less discouraging. When Erpenius began his 
studies under his predecessor Gulielmus Coddaeus some ten years earlier, he could not get hold of a 
single Hebrew grammar in the whole town of Leiden (Erpenius 1621a: (*4) r°). Once appointed 
professor and finding himself confronted with a shortage of good grammars on the one hand and a 
considerable number of ignorant students of theology on the other, Erpenius wrote his Grammatica 
Ebraea generalis (henceforth GEG), the first major grammar of Biblical Hebrew composed in the 
Netherlands. 
 Dutch Hebrew studies before Erpenius had resulted in a modest grammatical output. Apart from 
numerous philological quaestiones and animadversiones to the Scriptures, the linguistic activities of 
his predecessors had often been limited to re-editing foreign Hebrew grammars. At the end of the 
sixteenth century, the prolific biblical commentator Johannes Drusius the Elder had published several 
reissues of the tremendously popular but rather archaic Hebrew grammars of Petrus Martinius of 
Navarre1 and the Flemish missionary Nicolaus Clenardus.2 Therefore, when Sixtinus Amama, the 
                                                 
1 Grammatica Hebraea (Paris 1568). Editions in the Netherlands were provided by Drusius (Leiden: Plantin, 
1585, 1590) and Coddaeus (Leiden 1612). 
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father of the Hebrew grammar in Dutch, published yet another adaptation of Martinius' Grammatica 
Hebraea in 1625, this was hardly an innovation. But he was certainly breaking new ground when in 
1627 he translated this Grammatica Ebraea Martinio-Buxtorfiana (henceforth GMB) into Dutch, in 
order to present "de leergierige Nederlanders in haar eigen tale", i.e., ‘the inquisitive Dutch in their own 
language' with a grammar of ‘the Hebrew Tongue of which the Lord God is an author'.3 
 Amama's Hebreusche Grammatica ofte Taal-konst did not launch an immediate response. The 
inquisitive Dutch had to wait another forty years for the next Hebrew grammar to appear in Dutch. 
But in the second half of the century the tide turned. Within some twenty years, Jacob Alting published 
his Grondige Onderwysinge Van het Stellen der Stippen in de Hebreeusche Tael4 (1664), Johannes 
Leusden wrote the Korte Hebreuse Grammatica of Taal-konst5 (1668) and in 1687, Everardus van der 
Hooght compiled his ‘Marrow of Hebrew Grammars', the Marg der Hebreeuwsche Tael-konsten. And 
although their theoretical and didactical principles did vary, these grammars agreed in one respect: 
they all sought to describe the Holy Tongue by means of the Dutch language. 
 The present article will be no more than an introduction to these seventeenth-century grammars of 
Biblical Hebrew, a brief discussion of the more specific features of the genre: the scientific and other 
motives that prompted Dutch scholars to study the language of the Bible; the audience they sought to 
win over to their cause and the didactic principles they adopted in order to guarantee a quick and 
thorough acquisition of Hebrew. Finally, we will take an occasional glance at the grammars 
themselves in order to measure the extent of their dependency on the methods and classifications of 
the contemporary Latin tradition as well as on the grammatical endeavours of their fellow-Hebraists 
throughout Europe. It will appear that the Dutch based their grammars not only on the worthy efforts 
of their immediate predecessors, but that they also incorporated issues that exercised the minds of 
contemporary European Hebraists.  
 
1.Humanism in the Netherlands: Thomas Erpenius' eulogy on the Holy Tongue 
 
The first Dutch Hebraist to write an extensive survey of the virtues of the Hebrew language was 
Thomas Erpenius. His Oratio de Lingua Ebraea, pronounced upon his accession to the office of 
professor of Hebrew in 1620, is an utterly humanist panegyric of the language of the Bible, an 
exhaustive chain of proof of both its aesthetic excellence and its scientific importance. In that typical 
mixture of devotion and aestheticism which is characteristic of Northern European Humanism, 
Erpenius made a passionate plea for the study of Hebrew at his own theological faculty. One wonders, 
however, whether his academic audience, especially the first-year students of theology at Leiden, 
required that much persuasion. If anything, Erpenius' eulogy on the Holy Tongue provided Dutch 
Hebrew scholarship during the following decades with a varied set of topoi; whenever his successors 
were in need of an argument in favour of the lingua Ebraea, they were sure to find it already 
elaborated in Erpenius' humanist treatise. For Erpenius, the beauty of Hebrew was an aspect which, of 
course, counted very much in its favour. In a nutshell, this beauty concerned the elegant manner in 
which Hebrew forms convey meaning and therefore it was ultimately connected with several 
grammatical features. One of these features is the notatio, the etymology of each vox or word.6 Every 
Hebrew root consists of three radicals which account for its perfection ("quae magna eorum perfectio 
                                                                                                                                                                  
2 Tabula in Grammaticam Hebraeam (Leuven 1529). The 21st and last edition to appear in the sixtheenth century 
was again published by Drusius (Leiden 1589). Cf. Juynboll 1931:18. 
3 "De Hebreusche Tale, waar van Godt de Here een autheur is" (Amama 1627: *2 v°). 
4 I.e. ‘A Fundamental Instruction How to Place the Dots in the Hebrew Language'. 
5 I.e. ‘Short Hebrew Grammar'. 
6 Cf. GEG, Liber Primus caput VI, ‘De Notatione'; Erpenius (1621a:45f). 
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judicari debet"; Erpenius 1621b:105). From this vox primitiva the vox derivata can be derived with 
extraordinary "gratia et significationis elegantia" (Erpenius 1621b:106). Likewise the Hebrew verbal 
conjugations, whose flectio enables one to express ‘eas Radicis significationis circumstantias' in a 
fashion that is unparalleled in any other language, not even in Latin or Greek (Erpenius 1621b:107). 
Nor did it escape Erpenius that the use of the articulum in Hebrew is "longe maximus, multifarius & 
suavissimus" than in its closest rival Latin (Erpenius 1621b:107). Erpenius was confident, that his 
students would readily believe this language to be old as well as elegant (Erpenius 1621b:108), but he 
hastened to point out that Hebrew is much more than a worthy means to artistic ends. By far the 
largest part of his Oratio is dedicated to an exposition of the manifestam utilitatem, the evident 
usefulness of Hebrew. Erpenius addressed himself to scholars from different branches of learning no 
less than to his immediate colleagues in the field of theology. The latter in particular should find the 
Scriptures an unsurpassed source book for the ancient history of mankind, carefully compiled by the 
"fideliss[imus] Historicus, utpote spiritu Dei instructus Moses", i.e., ‘that most reliable historian, the 
divinely inspired Moses' (Erpenius 1621b:109). As a source of all knowledge and literature, the Bible 
equals an entire library. "O ingentem Librorum thesaurum! O bibliothecam incomparabilem", with 
these impassioned words Erpenius professed his love for the all-embracing Book of Books (Erpenius 
1621b:109-112). 
 It was in this passage, that Erpenius cleverly anticipated the criticism of one class of possible 
opponents: those theologians who, considering the Old Testament fulfilled through the New 
Testament, tended to label the study of Hebrew as downright superfluous. According to Erpenius, this 
neglect might have far-reaching scientific consequences. He therefore set out to prove that the New 
Testament scholar simply could not afford to underestimate the importance of Hebrew knowledge for 
his studies, for ‘who would deny that a major part of our theology and religion lies carefully concealed 
in that language?'7 When asking this rhetorical question, Erpenius was thinking not of the Hebrew Old 
Testament, but of the unique character of the language of the Greek New Testament. The language of 
the New Testament is of course noticeably different from the classical Greek, and this had not escaped 
previous scholars. Men like J.J. Scaliger and Heynsius (cf. Amama 1627: *3 v°) had used the 
designation Hellenistica, i.e., Greek which shows its divine inspiration by a strong linguistic 
interference of Hebrew, but as a hebraist, Erpenius preferred a more balanced definition. The New 
Testament, he argued, appears to be "graecis quidem verbis scripta […] cum phrases fere omnes, & 
loquendi formulae, vocum etiam plurimum usus, non Graeca sint, sed Ebraea": it seems to be ‘written 
in Greek […] but nearly all its phrases, formulae and idiom are Hebrew rather than Greek' (Erpenius 
1621b: 112-113). And since this apparently Greek text reveals itself as an almost exclusive body of 
originally Hebrew expressions, one can only do full justice to it by assuming that ‘the Old as well as the 
New Testament are written cum Ebraice', in a Hebrew fashion, and analyse it accordingly. With this 
linguistic argument, Erpenius succeeded in eliminating the only intrinsically theological argument 
against the study of Hebrew. 
 In northern Europe, where Humanism had a thoroughly religious character, the benefit which both 
theologian and exegete could derive from their knowledge of Hebrew was only too obvious. 
Nevertheless, Erpenius devoted a considerable passage to the use of Hebrew as a source language and 
to the "Ebraici textus puritatem ac praestantiam" (Erpenius 1621b:113-119). But he also seized the 
opportunity to persuade scholars from a much wider range of disciplines, arguing that Hebrew, being 
the mother of all languages, will provide "lucem magnam & auxilium" (Erpenius 1621b:127-128) to 
virtually any branch of learning, especially linguistics. At one point, Erpenius confessed that he 
borrowed this thought from the French classical philologist Isaac Casaubon, with whom he was in 
frequent contact during his stay in France (cf. Juynboll 1931:64). During one of their encounters, 
Casaubon had informed Erpenius about his plans on writing a book "de Graecae linguae ex Ebraea 
origine" in order to demonstrate that most Greek roots or themata are of an undeniably Hebrew origin 
(Erpenius 1621b:129). 
                                                 
7 ‘Quis neget in ea lingua maximam theologiae, & religionis nostre partem absconditam latere’ (Erpenius 
1621b:113). 
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 Small wonder then, according to Erpenius, that scholars from other disciplines than theology also 
indulged in Hebrew studies. Apart from his friend Casaubon, he especially mentioned Josephus Justus 
Scaliger, who had greatly influenced young Erpenius' love for the oriental languages (Juynboll 
1931:51). Whether he was studying in Paris, Rome, Avignon or Leiden, this expert in the field of 
Roman antiquities always succeeded in finding himself a Jewish teacher under whose guidance he 
would study Talmud and rabbinic literature. Erpenius hoped that this shining example would inspire 
the "studiosissimi iuvenes, atque Adolescentes, qui sacrosanctae Theologiae vos adicitis" (Erpenius 
1621b:125) to become thoroughly familiar with the Hebrew language and that they would study hard 
in order to approximate to the ideal of the "viri eruditi, & in sacris versati literis", who were able to 
rely "solius textus originalis inspectione" when expounding the word of the Lord (Erpenius 
1621b:119). 
 Erpenius therefore urged his flock to maintain the study of Holy Tongue "toto vitae vestrae cursu", 
throughout the course of their lives (Erpenius 1621b:125-26). The course in Hebrew, however, was to 
last no more than a few months, a fact which Erpenius repeatedly emphasized. "Menses inquam, non 
annos", months, not years should be spent learning it, for the Holy Tongue is a simple language, which 
even the mediocre student will master tolerably well within less than a year (Erpenius 1621b:132). 
Here Erpenius introduced the idea of the striking lightness of Hebrew, which was to influence all 
subsequent Hebrew grammars in Dutch. As we shall see, the lightness of Hebrew appears, time and 
again, as an important argument to persuade young students to study the language. 
 Swift progress is of course one of those things which teachers of foreign languages gladly promise 
their students. A slightly different but rather well-known example of this professional optimism is 
provided by Erpenius' famous contemporary Wolfgang Ratke. In 1617 this educational reformer 
wrote a letter to Johannes Buxtorf the Elder, offering this éminence grise of Hebrew scholarship to 
acquaint himself with the former's pedagogical ideas by subjecting his own son to Ratke's methodus 
linguarum. He promised father and son some amazing progress within six months, due, of course, to 
his most effective, Ramistic, method of teaching languages (cf. Adamson 1905:37). In 
seventeenth-century Dutch grammars of Hebrew both arguments are used to convince new students 
that the study of Hebrew does not just stand for endless agony. Some scholars promised quick results 
thanks to the extraordinary lightness of the Hebrew language (Erpenius, Amama, Leusden), others 
had more faith in the adequacy of the linguistic or didactic approach which they had adopted in their 
manuals (Alting, van der Hooght). 
 In this spirit Erpenius composed his GEG, as a "compendiosissime generalis grammatica" (1621a: 
(*4) r°). For those who needed additional resources, he recommended a wide range Hebraic studies 
from all over Europe. Next to the modern polyglot lexicon of Valentin Schindler (the Lexicon 
Pentaglotton of 1612), he listed the archaic Thesaurus linguae sanctae, written in 1529 by the Italian 
Dominican Santes Pagninus, as well as the Notis Merceri et Bertrami, two philological biblical 
commentaries in the best sixteenth-century French tradition. But most of all one should of course rely 
on the godfather of contemporary Christian Hebrew studies, Johannes Buxtorf the Elder from Basle 
(Erpenius 1621a: (*6) r°), whose books mark the beginning of a more critical approach to Hebrew 
studies and who greatly influenced the course of Hebrew linguistics during the seventeenth century. 
 Rather than being critical or grammatically exhaustive, Erpenius' grammar aims at being 
mnemotechnically helpful (Erpenius 1621a: (*6) r°, "memoriae juvandae causa"). Its five carefully 
arranged books cover the whole of Hebrew grammar in elementary tabellae and concise expositions, 
while the linguistic details and exceptions are neatly classified under annotationes and observationes. 
Following Buxtorf in his Epitome, Erpenius even summarized the chief rules in separate regulae and 
canones. Thus the "studiosus lector", finding together the praecepta with regard to one particular 
subject, should be able to pick up the rules quite effortlessly from the context, ex sequentibus, even 
sine praeceptore, i.e., ‘without the help of a teacher' (Erpenius 1621a: [(*6)] v°-[(*7)] r°). 
 But Erpenius' major didactic concession doubtlessly concerned the order of the five books of the 
GEG. In spite of the obvious disadvantages, Hebrew grammars usually treated first the noun, then the 
verb and finally the particle. Erpenius, however, deliberately departed from this usage when, before 
turning to the noun in the Liber Tertius of GEG, he devoted the second book of his grammar to the verb. 
Correctly identifying the three parts of Hebrew speech, Erpenius presented them in a highly unusual 
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order: without any reference to the traditional precedence of the noun over the verb, he simply stated 
that the Ebraei knew of three species, "Verbum, Nomen, & Particula" (Erpenius 1621a:99), and 
described them exactly in that order. 
 Now the Aristotelic notion of the three parts of speech and the precedence of the noun over the verb 
had been retained throughout the medieval Arabic and Hebrew linguistic traditions as a matter of 
course. But in giving priority to the verb by putting it at the centre of grammatical description, 
Erpenius had at least one Jewish predecessor. When on the verge of the thirteenth century the 
Provençal grammarian David Qimhi decided to reverse the usual order of grammatical description in 
his extremely influential grammar Sefer ha-Mikhlol (‘The Book of Perfection'), he was moved by pure 
pragmatism, as appears from his apologetic introductory statement (Mikhlol fol. 1b): 
 
The Hebrew language, like all other languages, is divided into three parts: noun, verb and 
particle. Although the noun precedes the verb and is regarded in its relation to it as the 
substance to its accident, yet I begin with the verb because of its significance and frequent 
usage. (English translation in Chomsky 1952:10) 
 
In beginning his grammatical description of Hebrew with a treatment of the verb, David Qimhi seems 
way ahead of his time. But although his Mikhlol influenced many early Christian Hebraists (e.g. 
Reuchlin's Rudimenta and Pagninus' Institutionum are evidently based on Kimchi's work) none of 
these grammars followed their Hebrew example in treating the verb prior to the noun. Only Erpenius 
opted for this didactically felicitous solution and this respect the GEG certainly is an exception.8 
 A further concession to the new student was Erpenius' edition of Samuelis libri duo Ebraice et Latine 
ad usum Academiarum which appeared in the same year as the GEG. Erpenius was convinced that 
students would derive more benefit from reading a relatively simple ‘historical' text than from 
analysing the usual material, the Book of Psalms, which presented numerous difficulties because of its 
poetic character (Erpenius 1621c: A2 r°-A3 r°). And although van der Hooght, at the end of the 
century, returned to teaching Hebrew through the Book of Psalms, colleagues like Sixtinus Amama 
and Constantijn l'Empereur responded to Erpenius' initiative. Whereas Amama even stooped to 
occasional propaganda for his teacher's Samuel-edition (Amama 1627: ***4 v°), Erpenius' successor 
at Leiden l'Empereur, choose to teach his pupils from the Book of Exodus. And even Johannes 
Leusden, at the onset of his academic career as ordinarius professor in Utrecht, supplied his students 
with the annotated editions of two short prophetical books, the Jonas Illustratus and Joel Explicatus, 
published in 1656 and 1657 respectively. 
 
 
2. ‘Barbaries' and piety: Sixtinus Amama 
 
Erpenius' pupil (cf. Juynboll 1931:200) Sixtinus Amama was, perhaps, not the greatest scholar, but he 
certainly was the most passionate Dutch Hebraist of the seventeenth century. Amama, who taught 
Hebrew at the Frisian University of Franeker from 1616 until his death in 1629, practised his trade 
driven by a rather outspoken view on religion, church and society. If we may rely on his judgment, in 
the early seventeenth century, that age of ‘intense moral decline', there remained only one way to save 
the Netherlands from the ‘barbaries', the barbarism that was constantly moving up: spreading the 
knowledge of the Holy Tongue. Whereas his Humanist contemporaries merely considered the 
knowledge of Hebrew, like Latin and Greek, an obligatory part of the academic curriculum, Amama 
had come to regard it as the ultimate remedy against the ethical malaise of his fellow-Dutchmen. Thus, 
in order to save the Dutch from this imminent catastrophe as quickly as possible, Amama wrote his 
Hebreusche Grammatica ofte Taal-konst in a language that could be easily understood by all: the Dutch 
mother tongue. 
                                                 
8 Erpenius applied the same order of books in his Arabic grammars, both in his early Grammatica Arabica, written 
in 1613 and in his Rudimenta linguae Arabicae of 1620. 
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 Before expounding his views on the necessity of Hebrew in the Taal-konst, Amama had spent years 
writing lengthy pamphlets and pressing the Frisian Synod to exert their influence at the theological 
faculties on behalf of Hebrew. But since they hardly seemed willing to respond to his exhortations, 
Amama also tried to influence the educational policy of the secular leaders of the Frisian Province. For 
this purpose he dedicated his Taal-konst to the ‘Staten van Friesland', the Frisian Provincial Council. In 
this "Opdracht aan de Staten van Friesland" he tried to convince the regents of the absolute necessity 
of introducing Hebrew in the provincial grammar schools. Amama's arguments are, again, entirely 
humanistic; in fact, his plea shows a striking dependence on Erpenius' Oratio de lingua Ebraea, a 
dependence actually verging on plagiarism. Therefore I will only discuss Amama's arguments in as far 
as they deviate from Erpenius' inaugural speech. It will appear that Amama paid particular attention 
to the practical consequences of his suggestions and that he explicitly adapted his argumentation to 
his audience of Frisian politicians, who were of course much more interested in the actual execution 
of Amama's ideas than in the intrinsic beauty of the Holy Tongue. 
 There was, however, one aspect of Hebrew studies that Amama wished not to hold back from the 
Frisian regents: the use of Hebrew in all matters of "pryselijkke geleertheyt, die in de Boeken der 
Grieken te vinden is", the commendable learning, which can be found in the books of the Greeks', 
especially the study of philosophy (Amama 1627: *2 v°). Amama illustrated the significance of this 
quality as follows: the knowledge of names (by which Amama designates words) offers access to the 
knowledge of things, provided these names are given with judgment and wisdom.9 As regards Hebrew, 
this is a fact proven beyond any doubt, for it was God Himself, who, in his capacity of Creator, assigned 
the Hebrew names of His choice to the objects He had only just created. Thanks to this felicitous 
circumstance, every Hebrew word fully reflects the essence of the thing to which it refers, thus 
offering access to true knowledge of everything which God created. In the course of the seventeenth 
century the ancient question whether the correspondence between ‘word' and ‘thing' is natural or 
conventional, would eventually develop into a fierce philosophical controversy. But Hebrew, being the 
linguarum mater, was kept out of range throughout the entire battle. Much as they were influenced by 
new ideas, most scholars nevertheless adhered to an almost mystical faith in the natural affinity 
between ‘word' and ‘thing' in the language of creation, an affinity that guaranteed reliable knowledge 
of all parts of creation. 
 Much more important than Hebrew's part in the acquisition of secular knowledge, however, was its 
function as a means of obtaining "saligmakende geleertheid", ‘sanctifying knowledge' (Amama 1627: 
**4 r°). Hardly surprising is Amama's conviction, that Hebrew will prove the ultimate guideline for 
virtue and truth. And since the Dutch clergymen were the obvious persons to guard the Christian truth 
and the virtuousness of their congregation, they simply could not do their job without at least some 
knowledge of Hebrew. In one of his publications (Amama 1625: **6 r°), Amama smartly remarks that 
he hates to say that all ministers who do not know Hebrew resemble asses, but on the other hand he 
cannot resist quoting Church Father Jerome, who commented on Ecclesiastes 1:1 ("vanitas 
vanitatum") with the words: ‘whoever ordains an unlearned pastor sacrifices a blind animal to the 
Lord' ("qui indoctum pastorem ordinat, coecum animal Deo offert"). 
 Referring to the Jewish custom of teaching the Hebrew Bible to children from the age of five,10 
Amama suggests that one should start to teach Hebrew "in Trivialibus scholis", in order to acquaint 
the Dutch ministers with the language at a relatively young and impressionable age. He does not 
recommend an exhaustive programme; a first introduction to the Tabulas Declinationum & 
Conjugationum should suffice (Amama 1627: [*6] v°). He even builds in a further restriction: ‘in this 
corrupt age' ("deze verdorvene eeuwe") one can no longer expect all pupils to master the grammar of 
Hebrew (Amama 1627: [*7] r°). Therefore the study of the Holy Tongue will remain the privilege of 
future students of theology, and of a few gifted volunteers. 
                                                 
9 Amama 1627: *2 v°-*3 r°: "een ingank tot de kennisse der dingen, in dien de namen ordeel ende wijsheyt 
gegeven zijn". 
10 Cf. the teachings of R. Judah ben Teyma in the Mishnaic tractate Pirqey Avot, Sayings of the Fathers, V 1. 
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 Amama even added some suggestions on who should instruct the Frisian youth in the language of 
the Scriptures. In the early seventeenth century, in a northerly province like Friesland, there lived as 
yet no Jews who could be charged with that task. Amama therefore suggested that the future Frisian 
Hebraist put himself in the hands of the country minister, who was sure to know at least some 
Hebrew. In the absence of a minister, the local headmaster should see to the supervision of the lessons 
personally. Amama expected that even a moderately gifted schoolmaster would soon get the hang of it 
and master the fundamentals of Hebrew within two months. 
 Alas, Amama's efforts on behalf of Hebrew were no immediate success. The Provincial Council 
certainly made no haste to introduce Hebrew into the school curriculum, and the Frisian Synod in its 
turn did not appear too eager either. On 26 May 1624, 26 copies of Amama's aforementioned 
pamphlet on the necessity of Hebrew were handed out in the Synodal Assembly. The records of that 
session describe Amama's motion as commendable, useful and extremely urgent, and so the assembly 
decided that henceforth candidates for the examen Ministerii Ecclesiae should submit the testimonia 
obtained with the professores Ebraeae et Graecae linguae. Three years later, however, we can read in 
the Taal-konst about Amama's frustrations in this matter. He has learned from bitter experience that 
at his university the Synodal resolutions concerning the advancement of Hebrew are carried out with 
great reluctance and he has also found that, when it comes to learning Hebrew, the enthusiasm of 
those intended for the Church leaves much to be desired. 
 In his "Voor-reden tot den Christelijkken Leser" (Preface to the Christian reader) Amama 
nevertheless sets out to convince his audience, not only of the necessity but also of the possibility to 
learn the Holy Tongue. He keeps prudently silent on the moral degeneracy of his fellow-countrymen 
and concentrates on arguments of a more didactic character, especially the lightness of Hebrew, an 
inevitable topic ever since Erpenius, and the possibility of learning grammar through any other 
medium than Latin. Amama's choice for Dutch as a medium of instruction was indeed practical rather 
than ideological. He wrote his Taal-konst, in fact a Dutch translation of his Grammatica 
Martinio-Buxtorfiana of 1625, primarily for ‘all those excellent minds who in their youth had not had 
the opportunity to learn Latin'.11 Many Frisian ministers belonged to this unfortunate category, and 
since it was a matter of great urgency that they rescue the Frisian souls on a short notice, Amama 
advised them to start learning Hebrew immediately, without losing valuable time trying to master 
Latin first. This was not impossible, for history knows of a long series of heroes who learned Hebrew 
without any knowledge whatsoever of Latin. 
 An early example was provided by the Greek Church Father Origen, who around the year 240 AD 
provided Christian exegesis with a version of the Old Testament in both Greek and Hebrew, the 
famous Hexapla. His confrere Augustine, on the other hand, confessed that he often regretted not to 
have learned Hebrew at all. Amama even mentions a woman, the wealthy matrona Paula who financed 
St. Jerome's expeditions into the Holy Land. As a Roman she of course spoke Latin, but as a woman she 
could hardly be expected to know the rules and terminology of grammar. The fact that even she 
eventually mastered Hebrew may be seen, according to Amama, as conclusive evidence of the 
extraordinary lightness of Hebrew. And what is more, didn't we all learn Latin without any previous 
knowledge of that language? 
 The remaining part of the Voor-reden is dedicated to a study programme that will help the young 
student to learn Hebrew within three months time.12 Amama reveals himself as a devoted didactician, 
who loves giving detailed instructions on how to study a language properly. An absolute prerequisite 
for success is to find oneself a teacher, usually the local minister who, with his rudimentary 
knowledge of Hebrew, might even derive some benefit from the lessons himself (Amama 1627: ***2 
                                                 
11 "De vele treffelijke verstanden [...], dien het niet heeft konen gebeuren in haar jeugt de Latijnsche Tale te leren' 
(Amama 1627: [*8] v°-** r°). 
12 Cf. Amama's encouraging remark (Amama 1627: ***5 r°-***5 v°): "ghy sult u verwonderen hoe ghy in so korten 
tijt so veel hebt konen leren", i.e. ‘you will be surprised how much you were able to learn within such a short 
period of time'. 
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r°). Under his guidance one should spend the first week learning the letters of the Hebrew alphabet. 
The best way of learning these unusual characters is to ‘take up the pen, copy them and thus learn 
them by heart' (Amama 1627: ***2 r°). Following the principles of the Latin tradition, where litera, 
syllaba and dictio function as morphological units, the pupil will come "tot de zilben ende leren 
spellen" (Amama 1627: ***2 r°) whereupon, as soon as he knows how to read, he must set out to study 
the morphology of the noun, treated as the first grammatical category in accordance with the Latin 
tradition. 
 After studying reading, writing and the nomen for a week, student and teacher should turn to the 
Hebrew verb, which can be easily mastered within some one and a half month. Amama gave special 
attention to the formulation of his "aanmerckingen", the rules and comments which should be ‘well 
inculcated' ("wel ingeprent"; Amama 1627: ***2 v°). According to Amama, it is useless to study new 
conjugations and weak verbs unless one knows the simple conjugation of the strong verb entirely by 
heart. In order to precipitate this process, one should transliterate the paradigm of several strong 
verbs into Latin script, with the inflectional suffixes written slightly larger, and hang this "tafereelken" 
on the wall ‘in order that you may practise inflecting while walking around'.13 Amama's didactic 
insight, however, was not restricted to making suggestions that should facilitate the learning process. 
On repeated occasions he also emphasized that one should try to apply the grammatical rules while 
learning them.14 With the help of the Taal-konst, a lexicon and a translation, the student should try to 
analyse a simple biblical text. Like his teacher Erpenius, Amama advised against the difficult poetry of 
the Book of Psalms and preferred the simple stories of Genesis, the Book of Esther and, of course, I 
and II Samuel. 
 Besides being an outstanding didactician, Amama also appears as a scrupulous champion of 
Ramistic methodology. This love of methodological soundness prompted Amama to choose Martinius' 
grammar as the starting point of his own Latin Hebrew grammar of 1625. In the Dedication of the GMB 
(Amama 1625: *2 r°-*2 v°) Amama explains, that Martinius' grammar may be shorter than other 
Hebrew grammars, but that it certainly has more substance. Previous grammars, "ordinis nullâ habitâ 
ratione", appear hopelessly confused and methodologically inferior. Amama is horrified by all those 
"de confusis grammaticae partibus Etymologia & Syntaxi, & innumeris aliis λoγικoˆις  ̕αμαρτήμασι", all 
those wrong identifications of the two components of grammar, etymology and syntax, and the 
numerous other violations of the laws of logic, which Martinius already detected in earlier grammars. 
Here Amama (and Martinius) appear strongly influenced by the grammatical insights of Petrus 
Ramus, who, in preferring binary divisions, distinguished only two components of grammar, namely 
etymology (i.e. morphology) and syntax.15 Ramus' underlying conviction that the universally valid 
should be treated first, is represented by Amama in the same passage: ‘to know something is to learn 
its causes [...] those causes are found in the genera, from which the species emanate'.16 Amama even 
digs up Ramus' famous ‘three rules': while writing this grammar, he ‘most religiously observed' 
("religiosissime observavit") the leges veritatis, justitiae & sapientiae, the rules of truth, justice and 
wisdom, the three guidelines that were invented by Ramus to shape the artes and to guard them from 
corruption. 
                                                 
13 "Op dat ghy u ook al wandelende in het veranderen meucht oeffenen" (Amama 1627: ***3 r°). 
14 "Tis vergeefs de regulen der Taal-Konst te leren, alsmen die niet weet te applicêren, So moet ghy u dan van de 
vijfte week af beginnen in den Text te oeffenen, doch also dat ghy daar in niet verder en gaat, als ghy in de Taal-
Konst ghekomen zijt'. (Amama 1627: ***5 v°). 
15 This Ramistic dichotomy upset the traditional Humanistic division, etymology substituting orthographia, 
prosodia, and etymologia. 
16 "Et cum scire sit per causas cognoscere […] causae porrò sint in generibus, undè species manant". Amama 
(1625: *2 r°-*2 v°). 
                                                                                                                        
 
 
27 
 Amama supplemented Martinius' Grammatica Hebraea with numerous notes and comments taken 
from the experience of Dutch colleagues like Coddaeus, Gomarus and Snellius, who for years had used 
Martinius in their classrooms at Leiden and Harderwijk (Amama 1625: *3 v°-*4 r°). But the Ramistic 
approach remained intact, for Amama never dared to deviate from the formal definitions and 
classifications of Ramus' ‘structuralism'. In its Ramistic ‘fondness for proliferating dichotomies' (cf. 
Padley 1985:382) the Taal-konst sharply contrasts with other Hebrew grammars. In the treatment of 
the verb, for instance, Amama's rigorous application of the rules of formal morphology even caused an 
awkward breach with traditional classifications. 
 The regular Hebrew verb has a root which consists of three radicals, three consonants that appear 
in every conjugation. Certain consonants, however, such as the semi-vowels [w] and [y], do not occur 
throughout all conjugations. Traditionally, Hebrew verbs containing one of these consonants, the 
verba anomalia, are divided into two categories of unequal size, the verba defectiva and the verba 
quiescentia. The class of defectiva contains verbs that have an (often assimilating) [n] as their first 
radical and verbs with an identical (and therefore again assimilating) second and third radical. The 
category of quiescentia comprises verbs in which a [y] in initial position, a [w] as a second, or an ['] or 
[h] as third radical cause compensatory lengthening. 
 The Taal-konst offers a rather drastic rearrangement of these verbal classes, offering a totally 
unconventional terminology at that. Abandoning the original division as well as its terminology in 
favour of a more strict dichotomy, Amama presents the following categories: 
(a) verbs with anakephalaeosis, both: 
1. anakephalaeosis incoatorum Iod (originally the verba quiescente R i = y), and 
2. incoatorum Nun (originally the verba defectiva R i = n) & gutturales.17 
These verbs are opposed to (b) a second class, which contains: 
1. the monosyllabic verbs whose anomaly is produced by contraction, containing the monosyllaba 
simplica (traditionally the verba defectiva R ii = R iii) and the monosyllaba geminata (the verba 
quiescente R ii = w);18 
2. the polysyllabic verbs whose anomaly is caused by compensatory lengthening, productione,19 where 
a further, more traditional, dichotomy can be distinguished, between the verbs ending in ['] and those 
ending in [h]. 
 It goes without saying that this treatment of the verb implied a serious break with the contemporary 
tradition as represented in every grammar from Erpenius to Leusden. Maybe it was this consistent 
deviation from the Cindeed not unramistic!C grammatical consensus of the seventeenth century that 
caused the somewhat dire fate of Amama's Hebreusche Taal-konst during the following decades.  
 
3. Jacob Alting's Grondige Onderwijsinge: ratio and methodology  
 
An ambiguous fate indeed awaited the Hebreusche Taal-konst. On the one hand, Amama's younger 
colleagues honoured him as the Father of the Dutch Hebrew grammar. In his own Taalkonst of 1668, 
Leusden explicitly introduced himself as the direct successor of the Frisian Hebraist (Leusden 1668b: 
Alloquutio *3 v°), but on the other hand he warned his readers that Amama's grammar was already 
"rara et cara", a rare and expensive book. And when Jacob Alting, writing a Dutch Hebrew grammar in 
1664, wanted to consult Amama's Taal-konst on the linguistic terminology, he found it impossible to 
obtain a copy.20 
                                                 
17 In de Taal-konst, this class of anomalous verbs received no special term. 
18 These categories are called ‘een-zilbige' and ‘gedubbelde een-zilbige' werkwoorden respectively. 
19 In Dutch, these chapters deal with the ‘ongeregeldheyt der twe-zilbige (werkwoorden) door verlanginge'. 
20 Cf. his confession in the congratulatory introduction: "Den vermaerden Amama heb ick niet gesien". ‘I have not 
seen the famous Amama' (Alting 1664: Gelukwens [**4] r°). Consequently, Alting was forced to devise an entire 
body of linguistic terminology himself, a new set of "Kunst-kundige woorden, die de saeck op het mooghlijckste 
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 It remains doubtful whether Jacob Alting would have considered Amama's linguistic views an 
adequate starting-point for his own grammar, since he appears to have preferred quite a different 
approach to Hebrew linguistics. In 1643 he was appointed professor of Hebrew at the university of 
Groningen, and after eleven years of teaching he had come to hold strong views on how to teach 
Hebrew. In 1654 he committed these views to paper and published the Fundamenta Punctationis 
Linguae Sanctae, ‘The Basic Rules concerning the Vocalization of the Holy Tongue', which he dedicated 
to two Swiss celebrities in his field, Johannes Buxtorf the Younger at Basle and Johann Heinrich 
Hottinger, who taught oriental languages and logic at Zürich. 
 As I mentioned before, Alting's view on the proper and most successful method of teaching Hebrew 
was moulded to a large extent by practical experience. In the Praefatio of the Fundamenta we read, 
how this teaching-experience guided him towards a pedagogically and grammatically fruitful method. 
Written as a theoretical framework, the opening paragraphs of the Praefatio offer a short and rather 
eclectic history of Hebrew linguistic scholarship. Alting describes how towards the end of the first 
millennium the Massoretes, the Palestinian guardians of the biblical text, invented the Hebrew 
vocalization-system. Following Vossius' statement on early grammar in De Arte Grammatica I,21 Alting 
admits that these rather limited massoretic contributions nevertheless deserve to be qualified as 
grammatical activities. But Jewish grammar in the modern sense of the word did not originate until 
the Middle Ages, and therefore it is the medieval Jewish linguist in the narrow sense who really 
deserves the title of ‘grammarian' ("absolutè Grammatici dici meruerunt"), just like the Christian 
Hebraists who eventually followed in their footsteps. 
 All these linguistic efforts, however, are characterised by one major methodological defect, which 
generally has a fatal impact on the progress of the individual students: most grammars, being confined 
to the mere description of grammatical rules, completely neglect the rationes and the causae, that 
govern those rules of the Hebrew language. In Alting's words: 
 
The Jewish grammarians taught us the laws which the Hebrew language must obey; diligently 
and conscientiously they devoted their excellent minds to it. Nevertheless, they never, or 
rather, scarcely, rendered an account of the underlying ratio of these rules. Not because it 
would have been too difficult for them, but because they felt obliged to adhere to decrees of 
old. (Alting 1675: *3 v°])22 
 
Alting confesses that, in the course of his own Hebrew studies, he occasionally felt an urgent need 
himself to discover this ratio, a need which he also perceived in his students. When coming across 
their manuals and scrutinising their brief annotations, the "annotatiunculae [...] quas suis 
exemplaribus adscribere Studiosi solebant" (Alting 1675: *3 v°), it struck him that they, too, were 
always in search of the underlying principles of grammatical rules ("dum isti in causas variè 
inquirunt"; Alting 1675: *3 v°). In order to meet his students' wishes and to anticipate potential 
problems, Alting composed a book on the interaction between the rationes, causas and the rules of 
grammar. He preferred to collect these rationes in a separate book rather than to combine them into a 
                                                                                                                                                                  
uytdruckten" (ibid.). In his introduction, he stressed the fact that he borrowed no more than a few (general) 
terms from either the Spraeck-konst (1625) or the Tael-beschrijvinge (1633) by the Dutch linguist Christiaen van 
Heule. 
21 Alting 1675: Praefatio *2 v°: "quae solo legendi ac scribendi artificio constabat, & olim propriè Grammatisticca 
dicta fuit, ut Clarissimus Gerhardus Johannes VossiusYdemonstrat". 
22 "Tradiderant enim Hebraeorum quoque Grammatici quibus sese legibus Hebraea lingua devinxisset, atque hîc 
diligentiam suam ac fidem luculenter probarant: illarum verò regularum rationem vel nullam, vel saltem non 
ubique & quantum potuisset, reddiderant. Non quod adeò difficile ipsis foret, sed quod veterum sanctionibus 
inhaerendum existimarent". 
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new artis systema, for a new Hebrew grammar surely would have been utterly superfluous (Alting 
1675: 4 r°). 
 In order to gain a better understanding of the nature of these rationes and of the kind of problems 
that are caused by their neglect, we should turn to the preface of the Dutch version of the Fundamenta 
that was published in 1664 as Grondige onderwijsinge van het stellen der stippen in de Hebreeusche 
Tael. This preface was written not by Alting, but by his fellow-Hebraist Gerardus Rehoorn, who was in 
fact the driving force behind the publication of the Dutch version. Rehoorn showed great interest in 
Alting's alternative method, since he knew only too many students who ‘spent years learning the 
Hebrew language while making barely any progress' (Alting 1664: Aen den Christelijcken en Leer-
suchtigen Leser: *5 r°). He was convinced that Altings approach would mark the end of their struggles, 
for in his opinion its methodological excellence was manifest. Being ‘derived from the nature of the 
language itself, the book equals a well-arranged battle array against a scattered horde'.23 
 This struggle in which the average student found himself, concerned a traditionally tricky part of 
Hebrew grammar: the ever-changing vocalization of the Hebrew word or, as Rehoorn writes, ‘the 
science of how to change the vowel points […] which until now has been difficult, long-winded and 
very confused' (Alting 1675: *5 v°-[*6] r°). Johannes Buxtorf, in his Epitome, had already designated 
the vocalization of Hebrew as a ‘res sollicita et operosa', ‘a trying and troublesome affair' (Buxtorf 
1652:129). Alting appears a little less desperate. He offers three rationes, ‘voorwaerden' or conditions 
which, on different levels of grammatical description, are responsible for virtually all changes of 
vocalization. The following distinctions are made: 
(a) on the level of orthographia there is the distinction between long vowels and short vowels; 
(b) on the level of prosodia, there are syllables ending in long vowels and syllables ending in a short 
vowel plus a consonant; 
(c) finally, on the level of etymologia, one should make a distinction between the acuta, words having 
the stress on the last syllable, and the penacuta, with the stress on the penultimate syllable. 
 ‘On these three conditions', argues Rehoorn, ‘depends the changing of the dots or vowel points, just 
as a door turns in its hinges'.24 They govern the four linguistic processes that will cause a change of 
vocalization: the Vervoeghinge (motio), the Buyginge (declinatio), the Verbindinge (regimen) and the 
extension of a word by means of Aenhangsels (affixa). This concept of four grammatical processes that 
produce changes of vocalization, can be traced back to the Sefer ha-Bahur (1518; cf. Levita 1545: III,2) 
of the Jewish grammarian Eliah Levita, whose popularizing grammars had an enormous impact on 
sixteenth-century Christian Hebrew scholarship. One century later, Johannes Buxtorf not only 
preserved these four original categories, but even added a fifth: change of vocalization due to a change 
of accentus, the massoretic accent. And whereas Alting's contemporary Johannes Leusden blindly 
followed the Buxtorfian classification (cf. Leusden 1668a:29), Alting preferred to fall back on a classifi-
cation that was invented some one and a half century earlier.25 
 Despite its attempt at clarity, Alting's approach resulted in a rather unattractive and perfectly 
technical welter of terms, rules and examples. Today his approach would probably overshoot its mark, 
but by the middle of the seventeenth century his ‘waernemingen' caught on quite well with his 
contemporaries. In fact, they caught on so well that the audience readily overlooked a tiny scientific 
catch. Only one short, almost casual phrase in the Fundamenta reminds the cautious reader of this 
potential cause for criticism, when at the end of his Praefatio Alting remarks, in a manner no less 
laconic than dogmatic: 
                                                 
23 "uyt de gront en natuur van die Tael [...] getrocken en gevest: sy is gelijck een welgeschickte Slachtordening tegens 
een verstroyde Bende…" (Alting 1664: *3 v°).  
24 "Yin dese drie voorwaerden, hanght het verwisselen der Stippen, als een deur in haer hangh-ysers omdraayt" 
(Alting 1664: [*6] r°). 
25 Within Alting's system, the accentus does not represent one of the five linguistic processes, but rather belongs 
to the ‘Stippen… [i.e.] al dat geen letteren en zijn', ‘the dots, every character other than a litera'; Alting 1664:6. 
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[…] et punctorum vocalium antiquitate non à Tiberiensium quorundam post-Talmudicorum 
inventis, sed inde ab ipsismet linguae incunabulis arcessere et affirmere licuerit. 
 
[…] and through the antiquity of the vowelpoints, which are not the mere invention of some 
post-Talmudic Tiberian scholars, but which one may safely assume to have existed from the very 
beginning of the language. 
 
Alting certainly touched upon a delicate subject. He realised, that if he wanted to base his description 
of Hebrew on principles that depended on the quality of the vowels, then these vowels must be an 
integral part of the language. Unfortunately, this assumption had come under severe attack during the 
seventeenth century. The Renaissance-scholar Eliah Levita, in his Massoret ha-Massorah of 1538, had 
been the first to query the integrity of the biblical text, questioning the simultaneous origin of the 
Hebrew consonants and their vowel points. In a initial impetus to textual criticism, Levita decided that 
the vowel points must necessarily be of a later date than the Hebrew consonant-text. It needs no 
explanation that this theory was bound to have immense consequences not only for the authority of 
the text of the Bible, but eventually for many theological doctrines founded upon this text. 
 The discussion which this ‘dangerous theory' caused among the Christian Hebrew scholars of the 
seventeenth century, deserves a monograph of its own. Within this context, however, I can only point 
at the fact that in the first quarter of the seventeenth century, the Swiss Hebraist Ludwig Cappellus 
re-animated the question, provoking a long-lasting controversy. In 1624 no less a scholar than 
Thomas Erpenius published Cappellus' (anonymous) treatise on the alleged antiquity of the Hebrew 
vocalization-system, the Arcanum Punctationis Revelatum, which marked the beginning of a fierce 
polemic. Within this controversy, the author of the Fundamenta naturally had to take a position. 
Realising that the credibility of his method depended on the original unity of consonant-text and 
vowel points, Alting tried to cover himself against potential attacks by simply declaring the antiquity 
of the Hebrew vocalization-system an indisputable fact.26 
 
4. At the service of the bourgeois: Johannes Leusden 
 
As I mentioned before, it was Gerardus Rehoorn from Amsterdam who had been responsible for the 
publication of the Dutch version of the Fundamenta. It had struck him, that the text of the Hebrew 
Bible had come to play an a increasingly important part in theological disputations. Religious 
opponents apparently loved to attack each other with scholarly recriminations such as ‘what you say 
is not in the Text, it is your own translation', or ‘that is your interpretation, for it is certainly not the 
word of the Lord' (Alting 1664: [*6] v°). Rehoorn understood that knowledge of Hebrew would save 
Dutch theology a lot of faulty exegesis and erroneous doctrines. Just like Amama, he preached that in 
order to achieve the maximum effect, one should teach Hebrew to children from an early age (Alting 
1664: ** r°). And just like Alting, he was convinced that the best way to do this was by teaching them 
the Stipkonst, the noble art of placing the vowel points. 
 Not unlike the situation in Amama's days, the local authorities did not warm to Rehoorn's 
suggestions. The unfortunate Hebraist complains that the regents ‘would rather sell the children of 
Judah and the children of Jerusalem to the children of the Greeks' (Alting 1664: **2 v°), which reveals 
that the city council gave preference to teaching the other classical languages in schools. Despite this 
professional setback, Rehoorn set out to publish a Dutch book on ‘de kortste en bequaemste manier, om 
de Jeugdt het Hebreeus te leeren', ‘the shortest, most adequate way of teaching Hebrew to young 
students' (Alting 1664: **3 r°). While discussing this enterprise with his colleague Jacob Alting, it 
appeared that the latter would rather take the responsibility for a Dutch version himself, suggesting to 
write a Dutch excerpt rather than a full translation of the Fundamenta. And thus the Onderwysinge was 
                                                 
26 Like Alting, Buxtorf the Younger, to whom Alting dedicated his Fundamenta, also took a more conservative 
position. 
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born, notwithstanding Altings deep-rooted conviction that there would be no great demand for a 
Dutch grammar of the language of the Old Testament. This conviction he expressed quite frankly in his 
congratulations to his editor Rehoorn: 
 
I am much surprised to hear that you ventured to teach the Hebrew language in Dutch, for I 
cannot believe that there would be students among the laymen, whereas those who have the 
intention to be Ministers of the Church for the Church [...] usually show little inclination to 
learn the language.(Alting 1664: **3 v°).27 
 
At a time when Jacob Alting still had his doubts about the demand for Hebrew grammars in Dutch, his 
only slightly younger colleague Johannes Leusden wrote a Korte Hebreuse Grammatica (1668, 
henceforth KHG) without even a trace of scepticism concerning its sales potential.Throughout his 
career as a professor linguarum orientalium in Utrecht, Leusden continued to show an expert feeling 
for the needs of a wide audience. As an inspired teacher, he supplied his students with short, clear 
little grammars, that safely guided them through the more elaborate ‘classics' of Johannes Buxtorf. As 
an erudite philologist, he provided contemporary scholars with numerous dissertationes and 
quaestiones Hebraicae, covering almost every field from the Old Testament to medieval mysticism.28 
And finally, in his capacity of populariser, he systematically created a vast market for his elementary 
grammars and dictionaries that appeared in Dutch as well as in other European languages. From a 
linguistic point of view, the grammars that Leusden wrote for his students were not very innovative. 
For Leusden they did not represent the channel through which he could ventilate new grammatical, let 
alone philological insights. Writing an introduction to Leusden's grammatical thought will nearly 
always result in giving a description of the linguistic ideas of Johannes Buxtorf the Elder, for 
throughout his life Leusden remained a devoted disciple of this Swiss Hebraist. 
 The Pauca et brevia quaedam praecepta, written at the beginning of his academic career, are in fact 
an extremely schematic and therefore very adequate excerpt of Buxtorf's Epitome, itself an extract of 
previous grammatical material. According to Leusden (Leusden 1655:23), the booklet contains no 
more than the praecipua praecepta, the principle rules which may turn out to be most helpful ‘si 
studiosi conjugant & legant simul cum Cl[arissimi] Buxtorfii epitome'. Admirable indeed was Leusden's 
feeling for practical design: thanks to its size, the Praecepta could be bound together with any regular 
Epitome-edition. A second edition of the Praecepta, published under the title Synopsis Hebraica & 
Chaldaica (1667), appeared shortly after the publication of yet another Dutch re-edition of the 
Epitome. This time the Frisian professor Johannes Terentius at Franeker published the new edition 
(1665) and Leusden, with his never-failing sense of supply and demand, seized the opportunity of 
suggesting a re-edition of his successful syllabus, enlarged and adapted to the order of the chapters in 
the youngest Epitome-edition.29 A final stage in the bringing to perfection of the Praecepta was 
Leusden's own reissue of the Epitome in 1673. Having taught elementary Hebrew ‘at least a thousand 
times', he had reached the conclusion that, rather than using two separate books, one should buy this 
new edition where Buxtorf's text and Leusden's comments had been converted into one 
unsurpassable manual. 
                                                 
27 "Ick heb my niet weynigh verwondert, als ick gehoort heb, dat ghy hebt dorwen onderneemen, de Hebreeusche 
Taele in het Nederduyts te leeren, om dat ick nauwelijcks geloofde, datter leerlinghen souden gevonden worden 
onder de ongeoeffende, dewijl de gene, welcke eens soecken Leeraers der Kercken te zijn [...] soo weynigh lust en 
liefde herwaerts plegen te brengen". 
28 Within fifteen years Leusden wrote the Philologus Hebraeus (1656), the Philologus Hebraeo-mixtus (1663), and 
the Philologus Hebraeo-Graecus generalis (1670) which dealt mainly with New Testamentical matters. For an 
introduction to Leusden's philological works cf. Offenberg/Hirschel 1967. 
29 "sed aucta & quoad methodum transposita, atque secundùm capita Epitomes Cl. Buxtorfii […] transformata" 
(Leusden 1667: [A1] v°). 
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 Beside these obligations to his students, Leusden also aimed at an audience outside the university 
walls. In the preface of the Courte Grammaire (1687), the French translation of the KHG, he found a 
very straightforward and rather modest way of describing his ambitions: "Mon dessein est d'avancer la 
connoissance de la langue sainte parmi ceux qui ne la savent pas, & qui nont jamais étudié" (Leusden 
1686: Au Lecteur *2 r°). In 1668 he left the college-classroom and published the KHG, together with a 
Hebrew-Latin-Dutch dictionary, the Manuale Hebraicum et Chaldaicum. Like Amama, Leusden wrote 
these books in Dutch for those who had no knowledge of Latin. But, contrary to his Frisian example, he 
did not address himself to the illiterate among the Dutch ministers. Leusden's audience consisted 
mainly of upper middle class amateurs, ‘those who do not understand Latin, but have time and 
opportunity to learn the Holy Tongue' (Leusden 1668b: [*3] v°).30 Above all Leusden thought of the 
vele Jongedochters (‘numerous young ladies') all over the country's provinces, who were wasting their 
talents studying French, Spanish and English uyt curieusheyt, ‘just for the fun of it', thus spurning the 
word of the Lord. They should rather imitate those women 
 
who study the Holy Tongue and who put to shame or rather, who make envious many an idle 
fellow, particularly the students of theology, who scarcely study this language, either from 
laziness or from sheer carelessness. (Leusden 1668b:[*3] v°).31 
 
The most prominent figure among these industrious young ladies was of course Anna Maria 
Schuurman. This most erudite woman had succeeded in persuading Leusden to compose a Hebrew 
Manuale in Dutch (Leusden 1668b: Alloquutio [*3] r°). As early as 1639, the Dutch physician Johannes 
van Beverwiick had extolled her linguistic talents, devoting no less than thirteen pages of his 
Wtnementheyt des Vrouwelicken Geslachts to her exceptional accomplishments. Thanks to her natural 
disposition, ‘Schuurmanna' appeared to have ‘miraculous skills' in all languages, modern as well as 
classical. Beside this she was well-versed in Biblical and Rabbinic Hebrew, Chaldaic, Syriac, Arabic, 
Persian and Ethiopic, which she could read as well as write in a wonderful hand (Cf. Van Beverwiick 
1639:169-181). 
  Leafing through van Beverwiick's catalogue of learned women, one must draw the conclusion that 
Schuurman's proficiency in these languages was indeed exceptional. In his Manuale therefore, 
Leusden hastens to reassure his less gifted readers by drawing attention to the proverbial lightness of 
the Holy Tongue: Hebrew is much easier but perhaps a little more unusual than Latin and Greek. And 
what is more, today the Dutch student can resort to several excellent manuals. Apart from the more 
comprehensive grammars by Amama and Alting there is now Leusden's own Hebreusch Psalm-boek 
met de Nederduytsche Tale, an edition of Psalms in Hebrew and Dutch, published (in 1667) at Joseph 
Athias' famous printing-house in Amsterdam (Leusden 1668b: Aansprake *3 v°-[*6] r°). 
 With the Manuale Leusden hoped to oblige an increasing audience of Christian amateurs and otiose 
bourgeois ladies. Some twenty years later, however, Leusden appears to have discovered a further 
category of potential students: the ‘professionals'. In 1687 he published a new Hebrew-Latin 
dictionary which, not being restricted to one particular nation or religion, would serve members of all 
professional groups: "Hoc lexicon, non concernens hanc vel illam religionem, inserviet cujusvis 
professionis hominibus; etiam omnibus Nationibus'32 (Leusden 1687: *3 r°). The use of Latin guaranteed 
a wide European audience of scholars from almost any intellectual field. For Leusden had not failed to 
notice that in the course of the century learned men from various disciplines had taken an increasing 
                                                 
30 " […] die gene die de Latijnsche taal niet en verstaen, en even-wel, genoegsame tijd en gelegentheyt hebbende, 
begeerich sijn om haar te oeffenen in dese Heylige taal'. 
31 "[…] die haar in dese H. taal oeffenen; beschamende, of liever, tot jaloersheydt verwekkende veel leedige Mans-
persoonen, en bysonderlijk de Studenten der H. Theologie, die dese taal door luyheyt, of door onachtsaemheyt 
niet, of seer weynigh leeren". 
32 ‘This lexicon, not linked to this or that religion will serve people of all professions and all nations'. 
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interest in the Hebrew language and in Jewish antiquities in particular. Perhaps the most prolific 
exponent of this ‘rabbinic' trend had been the English lawyer and parliamentarian John Selden, who 
enjoyed great renown as the author of numerous erudite works on ancient Jewish legislation. Leusden 
presumed that at many other European universities there could be found scholars from several 
disciplines, "Theologi, sive Jurisconsulti, sive Medici, sive Philosophi [...]" (Leusden 1687: *3 r°), who 
would greatly benefit from a new, neatly-arranged and elementary Hebrew-Latin dictionary. 
 The structure of the Lexicon Novum immediately reveals that the book was written to facilitate and 
quicken the grammatical analysis of Hebrew texts. The entries are not arranged according to the 
Hebrew roots, but present the grammatical forms as they are found in the biblical text. Thus the first 
entry in the lexicon is not the noun ‘ab, father, but the finite verb form 'a'azzerekka (Jes. 45:5), an 
intricate imperfect of the intensive conjugation (pi’el) of the root 'zr (to gird closely). This way of 
arranging the material, which made any knowledge of notatio and conjugatio quite superfluous, was 
by no means Leusden's own invention. As the title of the Lexicon Novum betrays,33 the idea was 
borrowed from the Dutch philologist Cornelis Schrevelius, a trained physician who was appointed 
headmaster of the Latin School in Leiden and whose Lexicon Manuale Graeco-Latinum et 
Latino-Graecum appeared as early as 1654. Nor was Leusden the first to introduce this method into 
Hebrew lexicography, for here he had been preceded by Selden's younger compatriot, William 
Robertson. In 1683 this British Hebraist published the Index Alphabeticus hebraeo-biblicus, a Hebrew 
lexicon composed in a thoroughly Schrevelian fashion,34 in which he presented and analysed the 
actual grammatical forms rather than the Hebrew roots and their various derivatives. 
 In fact, all Leusden had to do was to translate this useful English book into Latin and enrich it with 
‘Textibus, continentibus voces irregulares, aliisque Animadversionibus', ‘texts that contain irregular 
words and other comments', as the title promises. He dedicated the Latin version to a representative 
member of his new audience, the provincial Senator and Consul of the Republic of Utrecht, Cornelius 
van Domburch. In an almost sentimental reference to days long gone, Leusden even mentioned the 
politician's deceased brother who, over twenty-five years ago, had been among Leusden's audience 
and who had publicly defended a thesis on Jewish jurisdiction, entitled De Poenis Judaeorum non 
Capitalibus. Leusden understood only too well that this class of secular professionals, with their 
fashionable love of Jewish antiquitates, had no need for a fundamental knowledge of the linguistic 
structure of the Holy Tongue. The lawyers and physicians with an interest in the historical 
background of their profession simply enjoyed reading Hebrew texts relevant to their subject, but had 
no desire to wrestle with the grammatical subtleties of the language. Leusden became the 
self-appointed champion of their cause. Starting from the efforts of his English colleague Robertson, 
he translated and slightly adapted them to the needs of what he hoped would eventually become a 
wide international audience. 
 
5. Breaking the record: Everardus van der Hooght and his Hebreeuwsche Collegie 
 
He was a busy man indeed, Everardus van der Hooght, servant of the divine word in the town of 
Nieuwendam, just north of Amsterdam. And although he spent the larger part of the week attending to 
at least "drie Predicatien en twee Catechisatien", ‘three sermons and two confirmation classes' (Van 
der Hooght 1687: *2r.b), he found time to instruct a whole generation of enthusiastic messieurs and 
joffrouwen in the Holy Tongue. His merits lie not so much in the field of actual linguistics, but on a 
more didactic level. Van der Hooght reveals himself as a committed advocate of the so-called 
analytic-critical method, which in his opinion allowed for unparalleled progress within an incredibly 
short period of time. In 1686 he published an Exercitationem Grammaticam Analytico Criticam in 
Latin, ‘omnium Locorum et Nationum Literatis',35 as well as in Dutch. These books should help his 
                                                 
33 "[…] Ad modum Lexici Schreveliani Graeci compositum" (Leusden 1687, Title-page). 
34 In 1676, Robertson had already published an augmented edition of Schrevelius' Lexicon Manuale. 
35 This description of the Janua Linguae Sanctae is found in Van der Hooght (1686b: Opdracht [5]). 
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students ‘to drink playfully from the fountain of Heber', to spread the word of the Lord and to ‘prepare 
for the conversion of the Jews' (Van der Hooght 1686a:333). Van der Hooght is the first of the Dutch 
grammarians in this article to mention explicitly this "bekeeringe der Jooden", which appears as a 
significant factor throughout Hebrew studies in the second half of the seventeenth century. But the 
Hebraist's ultimate bliss remained a much more exalted activity than the conversion of the Jewish 
population: his command of the language should enable him to speak with the "onbegrijpelijck 
heerlijcken", the incomprehensibly glorious Lord God Himself (Van der Hooght 1686a:333). 
 According to Van der Hooght's calculations, the motivated student needed only twenty-nine days 
and a copy of his Deure der Heylige Taale (‘The Door to the Holy Tongue', henceforth Deure) to master 
the principles of Hebrew. This Deure contained Van der Hooght's own "taalkonstige ontknoopinge", 
i.e., grammatical analysis, of the Psalms 9 and 10. In this grammatical analysis, Van der Hooght shows 
himself to be a true disciple of nearly all authoritative Hebraists of his century. The commentary is a 
compilation of observations borrowed from grammars written "in Foederato Belgico, in Germaniâ, 
Hungariâ, Angliâ etc." (Van der Hooght 1686b: *4 r°), combined to an "Overeen-stemminge van de 
vermaartste Taal-konsten onser eeuwe", a survey of the most important grammars of the century (Van 
der Hooght 1686a:324). Next to the Fundamenta by Alting, the short, Buxtorfian grammars of 
Johannes Leusden appear as his main source. 
 From the very beginning, Van der Hooght had great confidence in the soundness and effectiveness of 
this analytical method. Nevertheless, his hope that future generations could henceforth dispense with 
both separate grammars and live teachers36 was soon disappointed. No later than a year after the 
publication of the Deure and its Latin counterpart, Van der Hooght had to write a grammatical 
appendix to his analytical Psalm-edition. The students at his Hebreeuwsche Collegie had complained 
that they hardly got along during his absence and that they badly needed his personal attention during 
the lessons, especially when confronted with complicated forms and grammatical anomalies. As a 
reaction to their complaints, Van der Hooght wrote the Marg der Hebreeusche Tael-konsten (1687), 
only, he emphasized, to keep classes going during his absence. On the eve of the eighteenth century 
(1696), however, this grammar was even rewritten in Latin, for the benefit of the Latin scholars. 
 In the introductions of both the Dutch and the Latin version of this grammar, the author bombards 
us with examples of his students' extraordinary progresses. The tone gradually becomes so jubilant as 
to make even the most unwary reader suspicious of so much propaganda. We meet a group of young 
and talented demoiselles, whose astonishing accomplishments serve as ‘leevendige Bewijsen', the living 
proof that even unlettered young ladies will learn how to read a Hebrew Psalm through a minimum of 
grammar and a maximum of practice (Van der Hooght 1687: *2 r°.b). And in the Medulla of 1696 many 
bright gentlemen make their appearance, who managed to learn no less than 72 Psalms in just six 
weeks and two days (Van der Hooght 1696: [I5] v°-[I6] r°). Van der Hooght seems particularly 
pleased with the achievements of two "opgaande Lichten", the rising stars of two famous 
eighteenth-century orientalists, Adrianus Rheeland and Gerard Havercamp. 
 In the preface of the same Medulla we also find the regimen to which the Hebrew student should 
submit himself. It involves no more than six half days of grammatical training, the first three of which 
are allotted to the ins and outs of the Hebrew writing system. The fourth morning or afternoon should 
be spent learning the essentials of the noun, while the final two half days should suffice to learn the 
verb with all its irregularities, the particles and the entire body of Hebrew syntax. And lest anyone 
should raise the slightest objection, Van der Hooght vehemently adds that many of his pupils, 
including his very own cousin (or nephew?) Johannes, had mastered these subjects within two single 
days.37 
                                                 
36 "Selfs sullen de geene, die niet bedient zijn van een levendige Leer-meester, alse dese Ontknoopinge gebruycken, by 
haar selven sonder ymants hulpe, konnen doen uytneemende progressen in 't leeren der H. Taale" (J. Leusden in Van 
der Hooght 1686a:319). 
37 "Ende, opdat niemand denke, dat dese Taak voor drie dagen veel te groot zij, soo segge ik, dat veele mijner 
leerlingen ditselve binnen twee dagen hebben begrepen" (Van der Hooght 1696: [I8] v°). 
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 We may read Van der Hooght's grammars as a compromise between the works of his Dutch 
predecessors Leusden and Alting. Both the Marg and the Medulla appear as a sum of the former's 
concise lucidity and the latter's quest for linguistic rationes or, as Van der Hooght writes: 
 
I will not merely confine myself to indicating which vowel points should be placed here or there 
(this was reckoned a shortcoming in the books of the two great Buxtorfs). But I will recover the 
reasons for every vowel point in the very essence of the language that the pupil may know the 
reason of all speech.38 
 
Alting, who had made these reasons the very foundation of his grammar, had spoken of four, 
traditional, reasons for changes in Hebrew vocalization: motio, declinatio, regimen and affixa, 
mentioned by the Jewish grammarian Eliah Levita at the beginning of the sixteenth century. Johannes 
Buxtorf had supplemented these reasons with a fifth, namely, accentus, which implied a change of 
vocalization depending on the position of a word in the sentence. Van der Hooght added a further 
category, the change of vocalization on account of the literae paragogicae, the Hebrew 'alef, he', waw, 
yod, and nun, which can be added in an apparently arbitrary manner, often causing minor changes of 
vocalization. 
 More interesting perhaps than this minor addition to Hebrew grammar is Van der Hooght's 
observation concerning Dutch as the language of his grammar of 1687. In previous grammars, the 
choice of Dutch as the medium of instruction had been entirely pragmatic. Van der Hooght's 
predecessors had merely wanted to serve an audience which had no knowledge of Latin and had 
never been motivated by the wish to demonstrate the excellence of the Dutch language or its 
suitability as a medium of linguistic description. In Van der Hooght's grammar, the use of Dutch is still 
no matter of ideology. But the diligent minister from Nieuwendam was the first Dutch Hebraist to 
discern some advantage in the use of his mother tongue. According to Van der Hooght, the Dutch 
mode of distinguishing the first, second and third person of the past and future verbal tenses by 
means of separate pronouns, added to the clarity of the conjugational tables: 
 
Ook sal men bevinden, dat de natuur van de Duytsche Tale iets toe-brengt tot beter verstand van de 
Tafels. Nadermaal de Duytsche de onderscheydene persoonen van den Voorleeden en van den 
Toekomenden Tijd, door afgesonderde woorden, te kennen geeven. (Van der Hooght 1696: [I7] r°) 
 
More than any of his colleagues, Van der Hooght seems to have been preoccupied with setting up a 
new record in Hebrew language acquisition. But despite the propaganda which he poured out over his 
readers, and in spite of the murderous teaching programmes which he devised for his students, he 
realised that Hebrew studies alone would not bring universal happiness. As a didactician, Van der 
Hooght tried to put the study of Hebrew in at least some perspective. Genuinely concerned with the 
physical and spiritual well-being of his pupils, he reminded them of the need of regular diversion. Of 
course one will hardly find a pursuit that equals the study of the Book of Psalms, but the study of the 
divine word will only bear fruit ‘in addition to a good night's sleep, the usual recreation, exercise, 
refreshment and worship'.39 
 
 
 
                                                 
38 ‘En ik en vernoege mij niet met blootelijk te seggen, dat hier en daar sulke stippen moeten wesen. ('t Geen in de 
Werken van de twee groote Buxtorfii voor een gebrek werd gerekend.) Maar ik hale de redenen van iedere stip uit 
den ondersten Grond der Tale: op dat de leerling mag weeten de Reede van ieder Reeden. (Van der Hooght 1696: 
[I6] v°-[I7] r°). 
39 "En dat alles, behoudens de genoegsame tijd tot de nachtrust, en tot de nodige Uytspanningen, tot beweeging 
des lichaams, tot verquikking, en tot den godsdienst'. (Van der Hooght 1696: [I8] r°). 
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6. Conclusion 
 
This article was written as an introduction to the grammars of five Dutch Hebraists, who cover nearly 
the entire seventeenth century. This allowed us to enter a world of orientalists and clergymen, 
Humanists and moralists, genuine linguists and devoted teachers. In a century which knew an 
increasing production of books on Hebrew philology, learned Christian-Jewish polemics, rabbinical 
studies and polyglot editions, these Hebraists supplied the ‘inquisitive Dutch' with basic grammars of 
Biblical Hebrew. They wrote their manuals for the students of theology, for country ministers, 
middle-class women, scholars, doctors and lawyers. In that characteristic spirit of (declining) 
Humanism blended with Dutch Protestantism, they compiled these grammars according to the highest 
European standards, initiating at least three generations of students into the secrets of the Holy 
Tongue, which was ‘met Adam geschapen'40 and which had been the language of God and the Holy 
Generations during the first seventeenhundred years of the world's existence.  
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Nathanael Duez as an example of a distinguished language master in the seventeenth century1 
 
Pieter Loonen 
 
 
The history of foreign language learning and teaching may be 2,500 years old as Kelly has it (Kelly 
1976), its first turbulent growth did not take place until the late Renaissance period, when books 
began to be available more readily and in larger numbers. This is the end of the sixteenth and most of 
the seventeenth century, a time when under the influence of humanist ideas the modern languages 
managed to assert their dignity in rivalry with the classical ones and the study of them became a 
serious occupation. At such an initial stage — or perhaps more accurately in this case: such a period of 
first bloom — pioneers can easily rise to celebrities directing and channelling the process of growth in 
significant ways. These sweeping developments did not confine themselves to one nation or one 
language area: they took place everywhere in Western Europe, a part of the world that ought to be 
viewed as a close cultural community because of its many intensive internal contacts. Thus, the 
pioneer foreign language masters came from the southern Low Countries (Noel de Berlaimont, Gabriel 
Meurier), from England (Claude de Saintliens or Holyband, Claude Mauger, Guy Miège), from France 
(César Oudin) and from the Dutch Republic (Nathanael Duez) — to name only the most dinstinguished 
ones among them. It should be added that although they achieved their fame in the said linguistic 
areas, they were often employed there as foreign labourers: for all these masters have French names 
and not by chance either; in this initial period foreign language teaching was almost entirely limited to 
the teaching of French or at any rate: it took up such a dominant position that the teaching of any of 
the other languages must be considered as derivative of it. So, anyone wanting to make useful 
pronouncements about the teaching materials and strategies on which our foreign language learning 
and teaching practices today are founded, will have to take counsel with these French masters. In this 
paper I shall turn to Nathanael Duez, a rather neglected character of considerable importance, who 
may in many ways be seen to serve as a model for his time. 
 Duez was born in 1609 in the village of Altweiler, county Saarwerden (Lorraine), where his father 
had taken refuge as a Huguenot minister and exercised his profession. After his training in the 
classical languages he travelled as a teacher through the German lands, Italy, England and France 
(Paris), ending up in Leiden at around 1637, where his brother Andries had taken up residence before 
him. He married a Dutch girl, had at least five children and spent the rest of his life there, problably 
until the beginning of the seventies. His fame rests entirely on his activities as language teacher and 
textbook writer during this Leiden period: between 1639 and c1670 as ‘magister linguae gallicae et 
italicae'3 — and also germanicae — he published seven major works appearing in many editions and 
                                                 
1
 In this article an attempt is made to draw up criteria for the assessment of the ‘greatness' of former language 
masters with Duez only serving as an example. I intend to give a fuller treatment of Duez and his works in three 
articles to be published shortly. 
 
3 In Album studiosorum 1875, 17 November 1664; his name occurs in this Album for the first time on 12 March 
1637: ‘Nathan[a?]el Dhuesius, Metensis Gallus, 27, L.'. 
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used throughout Europe until the beginning of the eighteenth century in adapted or borrowed form. 
Curiously enough his books were mainly written for speakers of German, many of whom had found 
shelter in the Leiden of his time because of the thirty-years' war,4 but it is certainly remarkable that he 
seems to have all but neglected his Dutch compatriots. Schmidt (1931:35) rightly comments about 
him that La vraye guidon de la langue françoise—his first and at the same time main textbook —
determinded the direction of the teaching of French in the seventeenth century for a long time. This 
applies indeed to the German-speaking area Schmidt was writing about, and to a certain extent also to 
the West-European continent as a whole, but not, as far as I have been able to trace, to England, where 
a unique and interesting tradition of French language teaching developed,5 which did not go unnoticed 
on the continent either. 
 The seven main works by Duez (see Appendix 1) were: a French textbook for speakers of German, 
an Italian textbook for speakers of French, a Janua edition for four (later also five) languages with the 
French and Italian translations by Duez, a unique book of vocabulary and idioms for four languages, a 
concise French grammar in Latin, a French-German-Latin / German-French-Latin dictionary and a 
French-Italian / Italian-French dictionary. With the exception of the double dictionary for three 
languages all these works were printed on the Elzevier presses, a rather significant detail: the 
technical presentation was in capable hands and the distribution of these works through Europe may 
have been facilitated by it. 
 
 In the world of teaching and learning distinction and importance are rarely the result of 
revolutionary ideas. Duez was not a real innovator, rather a realist with an eye for classroom quality 
and practicability. This is why he does not belong in the company of idealists like Ratichius, 
Komensky, Basedow, Gouin; rather does he belong with realists like De Berlaimont, Mauger, Cramer, 
Meidinger. To my mind, in those days - and in some ways today as well — this realistic quality was 
determined by six characteristics, which I shall briefly comment on below. 
 (1) Successful language masters were teachers themselves and they wrote materials based on their 
own teaching experiences.6 This may seem trivial, but we know the names of enough textbook writers 
with little or no teaching experience who blithely copied some, if not all, their materials from existing 
books. The fact that an author was a teacher himself, did not automatically imply that he was also a 
good teacher: thus, in the case of Duez we have no witness accounts of his qualities as a master 
neither from his students nor from colleagues. The important thing here is that his writings were 
based on his own experiences and that his materials were original in that sense. This point applies to 
Duez in many ways: as a language master he was actively engaged in the teaching of at least three 
foreign languages (French, German, Italian) from about his twentieth onwards; his students were 
usually adults form the middle classes and up, never school children, a relevant point for an 
assessment of his works since his books were almost invariably written for that particular target 
group. His material was often original in the sense that it was written by himself and clearly based on 
his own experiences, not in the sense that it was novel in ideas or approach; of course, Duez too 
copied from other sources but unlike many others the sources were duly acknowledged (e.g. in the 
prefaces of his two dictionaries and even in their title pages, where the phrase ‘reveu, corrigé, & 
                                                 
4 According to Schneppen (1960:1) the number of German students matriculating at Leiden in 1639 amounted to 
158, more than a quarter of the total number for that year (550). 
5 This development took place over a longish period stretching from the 16th century, with teachers like 
Holyband, into the 17th century (Mauger, Festeau, Miège) and even the 18th (Boyer). For documentation see 
Bouton 1972 and Lambley 1920. 
6 An exception has to be made for e.g. Willem Sewel, who professed not to be interested in teaching but whose 
English textbook Korte Wegwyzer der Engelsche Taale of 1705 dominated the first half of the eighteenth century 
in the Low Countries. Admittedly, all the practice material in this book was copied from an earlier English 
textbook by Richardson. 
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augmenté' refers to just this). His originality is also testified by the publication in 1640 of two very 
similar books for the learning of vocabulary: an edition of Komensky's (Comenius') Janua with 
translations (from the Latin) for three languages, a very popular textbook at that time,7 and a 
Nomenclatura of his own hand containing useful and detailed words and phrases for the same four 
languages. The two books were apparently considered to be complementary and not without reason. 
 (2) Secondly, careful textbook writers made sure that new editions of their works were revised and 
updated.8 When their books sold well, they appeared in several editions often with considerable 
differences in content. Bouton (1972) has described this for Mauger's French grammar of 1653, which 
had 19 editions during Mauger's lifetime all revised by the author himself.9 A similar thing can be said 
about Duez: his seven main works all appeared in at least four editions during his lifetime and with 
the only exception of the French-Italian dictionary always ‘von dem Authore selbsten wider ubersehen 
und verbessert'. The seven editions of the French Guidon are a case in point: the number of pages went 
up from 263 in the first to 912 in the fourth (‘beaucoup plus ample que les précédentes') to be 
reduced to 560 in the seventh because, as he tells us, the dialogues had been expanded too much and 
provided more practice material than was really needed. Revisions could range from simple 
corrections of errata, improvements in the grammar section, expansion of the dialogues—the most 
important kind of practice material in those days and used for many purposes—and adaptations to 
recent developments in the language itself (mostly spelling). 
 (3) This brings us to a third characteristic: correct use of language was for the serious language 
master a point of special interest. Most writers claimed to set high standards for their students: 
pronunciation should be excellent—not an easy task as many admitted—spelling ought to be flawless, 
vocabulary and grammar were to meet the highest levels of correctness. For French these standards 
were sometimes derived from the French of Blois, later from the French Court at Paris, but for Duez 
from the French of educated people. Corrections on spelling are a point for continuous concern, not 
surprisingly at a time when the languages were not yet standardised and the diachronic changes often 
bewildering. In this respect Duez's approach was moderately conservative, like that of most prudent 
teachers: in his Guidon of 1669 he is reluctant to introduce the changes in the French language (‘bin 
ich dann auch bewegt, oder viel mehr gezwungen worden'), and for his German he sticks to an older 
orthography except for nouns where he limits the use of capital letters to ‘nomina dignitarum, 
officiarum, artium et propria', a usage, he claims, similar to that in other languages. However, his 
adapations go much further and are concerned equally with grammar, vocabulary, dialogue material, 
and so on. He often tells us explicitly why the changes were made; they appear to be prompted by his 
own experiences as a teacher, even if it sometimes looks as if he is also something of a potboiler 
grabbing every opportunity to provide for himeself and his family of five. But all in all correct language 
was a matter of serious consideration for him, and his French strikes the reader as pure, elegant and 
well-chosen. 
 (4) The fourth characteristic is concerned with the quality of the dialogues. Almost all textbooks 
contained a wealth of dialogue material, to be used by the learners as a start-off point for several types 
of exercises: for initial pronunciation (even if the meaning of the text remained obscure), reading 
aloud in pairs e.g. with the language master, translation work (single or double), memorising 
(frequently recommended and almost standard practice). Unlike the approach in most textbooks 
                                                 
7 In the preface of this book (or at least in that of the 1661 edition for five languages) Duez tells us that he had 
suggested this title to Bonaventura Elzevier when the latter was looking for an expensive book (‘qui alicujus sit 
pretii'), and that he had been cajoled into providing the necesssary translations. 
8 Good textbooks went through many editions: in the case of Duez's French Guidon seven during his lifetime and 
some seven more after his death. It was first published when he was 30, which left him plenty of time for revision 
work. English textbooks in the Dutch Republic were not usually revised, but then they were often written by 
teachers or others towards the end of their lives so that revision was quite impossible (see Loonen 1991). 
9 In all Mauger's French grammar appeared in 26 editions until 1751. 
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today they were never printed in one language but always in two or more in separate columns. They 
could vary in length from very short (one page or less) too tediously long (up to 80 pages); their 
contents were usually adapted to the target group initially envisaged: children, merchants, women, 
young aristocrats; but since especially the dialogues were frequently copied in full, mismatches in this 
respect were no exception. 
 Good dialogues were characterised by lively—in the French context sometimes spicy or frivolous—
language and content and they were built up of short sentences, probably because they could then be 
more easily learned by heart. Duez wrote medium-sized dialogues of 25 to 30 pages; the sentences in 
them were short at first but clearly longer towards the end; they contained concise and useful 
expressions of high communicative value, always in context as would be desirable; besides he 
frequently offered several synonymns to be chosen from in turn takings—forerunners in fact of the 
present-day substitution tables. The subject-matter in his French Guidon links up closely with the 
interests of his aristocratic clients: ‘du lever et des habits' (31 pages), ‘du boire et manger', ‘de la 
promenade, de la visite, du logement, et d'aller coucher', ‘des exercises d'un cavalier et d'un voyageur' 
(see Appendix 2). The participants go through many experiences but at a rate and in a polite register 
worthy of the lifestyle of these representatives of the leisured classes. In this repect they differ 
substantially from the more popular, almost dramatic dialogues by De Berlaimont and the witty, 
picturesque descriptions by Mauger. 
 (5) A fifth criterion for qualitative excellence may be found in the teaching principles underpinning 
the material itself. This is a rather tricky area: teaching materials may be used in a classroom in a 
variety of ways and textbook writers can do little to influence the process, if they would want to at all. 
Still, there are two ways in which a writer's teaching aims can be traced in some way: by looking at the 
presentation of the material in the textbook and by studying the information in the preface or in the 
running text provided by the writer himself. A writer is likely to be more sensitive on these two points 
as he is more actively engaged in the practical side of teaching. Duez was such a writer. This is not the 
place to illustrate the point in much detail, but a few examples may suffice. As for the presentation of 
the materials: lay-out and print (by the Elzevier press) are carefully executed, which makes for 
pleasant reading; in the pronunciation rules in his French Guidon, and elsewhere too, the exceptions 
receive separate mention, an attractive feature enhancing the learnability and clarity of the text; in his 
grammar and syntax referencing and memorising are facilitated through the use of numbered rules; 
there are many, sometimes perhaps too many, examples, but they will certainly have been helpful for 
the learner; syntax, a neglected area in other textbooks, receives full attention (over 100 pages in all); 
in the Italian dictionary asterisks are used for obsolete words, numbering for multiple meanings 
within one lemma and acute accents for unexpected stress placements, an unusual piece of service in 
the dictionaries of his time; in his nomenclator asterisks serve to indicate words that have to be 
learned by heart in any case, a way in fact to distinguish between productive and receptive command. 
In his prefaces he is unusually frank about his views: thus he often explains in detail how the work had 
been put together, which alterations had been made and why; he makes a case for contrastive learning 
as the best road to perfection; and the dialogues had to be worked through by first covering up the 
German text and translating the French into German, then the other way round, and then memorising. 
The one thing sadly lacking in all his books (with the exeption of the Janua editions) is a table of 
contents; this is regrettable, since most of his works are bulky in size and could well be used as 
reference works. 
 (6) Finally, there is a sixth criterium to be applied in this context. At a time when copying, 
borrowing, plagiarising were the order of the day, and when, in spite of paid-up priviliges on certain 
productions, copyright for printers (rarely authors) failed to provide legal protection, any work could 
in principle be used as a source for plagiarism. There was sometimes a catch to it, but in practice most 
textbook writers did not really shy away from literally copying large chunks of grammar, word lists 
and especially dialogues—many dialogues—with changes, additions or adulterations put in but 
without acknowledgement of their sources. I am not sure whether this was more commonly practised 
among textbook writers than in other contexts; I do know that it was a generally accepted 
phenomenon until at least 1800 asking for caution with respect to an assessment of the materials 
concerned. Successful textbooks were of course a favourite target: thus the dialogues from De 
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Berlaimont and Mauger crop up in many books and in a variety of languages during many dozens of 
years. This is also the case with Duez's works (in the plural, as in his case almost all his works were 
used for this purpose). The best known among them are the copyings from his French Guidon, but his 
Janua translations, his Italian Guidon, and probably his dictionaries too were gratefully plundered for 
the purpose. In the sixth edition of his French Guidon Duez complains about unauthorised copies of his 
textbook published in Bremen, Utrecht and Frankfurt; among the culprits were Steffen Bebruleres 
(Bremen), and Thomas La Grue and Robert Delamyvoye (Utrecht). Later, in 1680, Scheubler publishes 
a Passe-partout de la langue française, nothing less than a faithful copy of the French Guidon, in spite of 
the compiler's assurance that ‘alles mit grosser Mühe und sonderbarem Fleiss ordentlich 
zusammengetragen wurde'. Two years later this example was followed by Dampierre in Kopenhagen, 
but this writer can at least boast an original textbook, L'école pour rire ou la manière d'apprendre le 
français en riant (1670). More examples will certainly be detected through further research. So many 
copied examples of one of his works, and many more of his other, point to the enormous popularity 
and stature enjoyed by Duez among his contemporaries. And added to the previous criteria, together 
they point to a degree of greatness unsual for his time. 
 
 The practice of foreign language teaching in earlier times cannot easily be evaluated simply because 
we have no opportunity to sit in on a class any more. And even in our own time, when it is certainly 
possible to go into the schools and have easy access to audio and video recordings, it is often 
presumptious to generalise about it. The next best thing is then to make a careful study of the teaching 
materials and of eyewitness accounts—not of the pious wishes and well-intended suggestions from 
educators and linguists—and come up with tentative conclusions. The further we go back in time, the 
more we have to fall back on the materials alone. On the basis of them and with the six criteria 
discussed above, we are able, it seems to me, to make a first evaluation of teaching and teachers. In the 
case of Duez we shall then have to conclude that he exerted a considerable amount of influence 
through the quality of his works. The same Schmidt who said about him that Duez had determinded 
the direction of the teaching of French in the seventeenth century for a long time adds to this that he 
deserves our respect mainly for his hard work and encyclopedic mediocrity. This may be so; but his 
qualitative greatness should not be underestimated, even though he was admittedly not an 
exceptional innovator. 
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Appendix 1 
 
 
Titles of the seven main works by Duez (dates of first editions only): 
 
1639 Le vray guidon de la langue françoise. Accompagné de quatre dialogues François & Allemands; 
comme aussi d'un gentil bouquet de sentences, & proverbes. Dass ist: Der rechte Weg-weiser, zu der 
frantzösischen Sprach: Sampt vier frantzösischen unndt teutschen gemeine Gesprächlein und etlichen 
ausserlesenen Sprich-wörtern. Durch Nathanael Dhuëz. 
Leiden: B. & A. Elzevier 
 
1640 I. A. Comenii Ianua aurea reserata quatuor linguarum, sive compendiosa methodus Latinam, 
Germanicam, Gallicam & Italicam linguam perdiscendi, sub titulis centum, periodis mille comprehensa, & 
vocabulis bis mille ad minimum aucta; cum quadruplici indice, a Nathanaele Dhuez, in idioma Gallicum & 
Italicum traducta. 
Leiden: B. & A. Elzevier. 
 
1640 Nova Nomenclatura quatuor linguarum, Gallico, Germanico, Italico, & Latino idiomate 
conscripta. Per Nathanaelem Dhuesium.  
Leiden: B. & A. Elzevier. 
 
1641 Le guidon de la langue italienne, par Nathanael Dhuëz. Avec trois dialogues familiers, Italiens & 
François. La comedie de la Moresse. Les complimens Italiens. Et une guirlande de proverbes. 
Leiden: B. & A. Elzevier. 
 
1642 Dictionaire françois-alleman-latin, & alleman-françois-latin. Avec un petit abregé de grammaire 
françoise. Reveu, corrigé, & augmenté en cette edition par Nathanel Dhuez. 
Leiden: François de Hegher. 
 
1647 Nathanaelis Duesii compendium grammaticae gallicae, in gratiam illorum editum, qui 
germanicum idioma perfectè non callent. 
Leiden: ex. off. Elzevier. 
 
1659/ 
1660 (vol. 1) Dittionario italiano et francese. Dictionnaire italien et françois. Bien curieusement reveu, 
corrigé, & augmenté. Par Nathanael Duez, maistre de la langue françoise, italienne, & allemande. 
Première partie, contenant les mots italiens expliqués en françois ... seconde partie ... contenant les mots 
françois expliqués en Italien. 
Leiden: Jean Elzevier. 
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Appendix 2 
 
 
 
 
 
 
Appendix 2:Two pages (468, 469) from the fourth dialogue in Duez's French Guidon (ed. 1669) 
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Training Foreign Language Teachers in the Netherlands (1795-1970). 
An historical outline 
 
Frans Wilhelm 
 
 
0.Introduction 
 
Little is known about the history of the training of foreign language teachers in the Netherlands. 
Publications in Holland on the history of foreign language teaching (FLT) have been few and far 
between, and they have merely touched on the matter or, alternatively, dealt with it in a broader 
historical setting. Thus the history of foreign language (FL) teacher training was either discussed indi-
rectly in some monographs on certain aspects of FLT (Zeeman 1949, De Vries 1972, Van Essen 1983), 
or within the framework of Dutch educational history, notably Verseput (1980). 
 Before 1970 the training of FL teachers in the Netherlands did not have its present form. Round 
about 1800 the national government began to make demands on prospective teachers, consequently 
also on FL teachers. Henceforward their knowledge and aptitude were to be tested during exami-
nations. Regular day courses as we have them today at our colleges of education and universities 
never existed before 1970, and in this respect the Netherlands were lagging behind other European 
countries.  
 One may pose the question whether there is any sense in describing a form of teacher training that 
in reality amounted to so little. On the other hand it is obvious that the very absence of training 
institutes and the efforts to get them off the ground were typical of the situation in which Dutch FL 
teachers found themselves and were indeed representative of the general state of FLT in the Nether-
lands. Hence, it seems worthwhile to collect relevant data on this form of teacher training, however 
modest it may have been, so as to contribute to a description of Dutch FLT of the nineteenth and 
twentieth centuries. For it is self-evident that the way in which teachers are trained must have its 
effect on the way in which they themselves will act as practising teachers in future. In other words, the 
more we know about their training, the better we will be able to place FLT in its proper context.  
 The student of the history of FLT will find several methods of investigation at his disposal. Van 
Els/Knops (1988) mention five sources for the historiographer of FLT. These are: historic obser-
vations of FLT, historic accounts of foreign language learning and teaching, historic theoretical treati-
ses, historic teaching materials and secondary literature. As far as we know, historic observations of 
FL teacher training, e.g. by school inspectors, are not available. However, there are official reports of 
provincial education committees or examinations boards. These are to be found in the national and 
provincial archives. Furthermore, there are legal measures laid down by the government in the shape 
of Acts, Regulations and Royal Decrees. Next, there were numerous comments, schemes and reports 
that accompanied the efforts to establish teacher training institutes. One could put together the latter 
two categories under the heading of "historic treatises". Also the "historic teaching materials" form an 
extremely interesting approach. However, I shall have to restrict myself severely and use a combina-
tion of some primary and secondary sources, for it is obvious that this historical outline can by its very 
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nature only be an initial impetus to a more exhaustive treatment of the subject. In section one I shall 
begin by describing the general historical setting of FL teacher training and from there move on to a 
discussion of the ways in which students could become FL teachers. Section two reviews in detail the 
examination requirements that prospective FL teachers had to comply with. In that way we may be 
able to form an opinion on the (implicit) objectives of their training. Finally, in section three I shall 
come up with some provisional conclusions. 
 
1.The Historical Setting of FL Teacher Training in the Netherlands. 
 
1.1The period 1795-1857 
 
For the beginning of something that resembles FL teacher training we will have to go back some two 
hundred years. The origin of this training coincides with the beginning of the training of primary 
school teachers. In the latter half of the eighteenth century there was widespread discontent about 
education in general and the teaching methods in particular (Boekholt/De Booy 1987:80-85). The 
question was how the quality of education could be improved. From 1795 onwards several reports 
trying to answer this question appeared in the then revolutionary Netherlands. For the time being the 
most concrete report was the so-called Instruction for the Agent of National Education, the forerunner 
of the Minister of Education. The Instruction was dated 21 December 1798 (Van Hoorn 1907). It 
proposed to raise the level of teaching by establishing training institutes and the introduction of 
examinations. Besides, this Instruction contained an article which recommended the reform of 
teaching methods in Latin and French schools, if necessary. In contrast to the Latin schools, whose 
syllabus was dominated by the classics, the so-called French schools offered modern subjects such as 
mathematics, the Dutch language and, apart from French, occasionally German and English. In April 
1799 J.H. van der Palm, clergyman and professor at Leiden, was appointed Agent of National Educati-
on. It was he who left his mark on the first Education Acts of 1801 and 1803. On 9 June 1800 Van der 
Palm addressed the Executive Authority with regard to the organization of the educational system. In 
this Memorandum he suggested that it could not be the Government's serious intention to include for-
eign languages in the core curriculum for all citizens of the newly-formed State. In providing 
elementary education that would be of interest to all citizens the Government ought to concentrate on 
basic skills, he stated. There was no room for foreign languages in this curriculum; in his view they 
had to be reserved for certain classes of society (Van Hoorn 1907:22). Van der Palm's stance would 
have a great effect on the position of FL in the decades to come. Since FL were almost exclusively 
taught in private schools and government control was now focused on elementary state education, 
FLT was to disappear from sight for the time being. 
 Also in the field of teacher training Van der Palm had very pronounced views. Opposing the 1798 
Instruction that demanded the founding of training schools for teachers Van der Palm put down his 
own opinion:  
 
...then I feel obliged to declare myself against such Training Schools, on account of their 
expensiveness and dubious usefulness, particularly as it will be difficult for a person to convey 
the art of teaching to the trainees in this manner, and as the way of living in Training Schools 
or Seminaries is usually the mother of stiffness, conceit, imperious behaviour and ungraceful 
manners. (Van Hoorn 1907:54) 
 
It is true, round about 1800 a number of training schools for primary education had been established, 
but most of them were to disappear relatively fast. Van der Palm and his right hand, Adriaan van den 
Ende, a high official who was later to become Chief Inspector of Schools, preferred the more practical 
form of in-service training, i.e. apprenticing young men to experienced schoolteachers. Boekholt/De 
Booy (1987:11) rightly conclude that it was not only financial motives that made the government 
choose for in-service training. Maintaining strongly theoretical training institutes simply did not fit the 
matter-of-fact Dutch way of thinking. In contrast, it seemed more efficient, and cheaper as well, to test 
the ability and aptitude of future teachers by means of examinations. The schools inspectorate would 
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be allotted an important role here. This standpoint of the Dutch Government—quality control through 
examinations and inspection instead of intensive involvement in the subject-matter of education—
was to determine the attitude of the State for a long time to come.  
 The 1801 and 1803 Primary Education Acts already contained some instructions with regard to 
teacher examinations, but it was especially the 1806 Act with its added provisions that regulated the 
examinations in detail. This Act was to determine the appearance of primary education in Holland up 
to 1857. Its designer was not Agent Van der Palm but the official Van den Ende. The Act was a model of 
modern government policy, but from a modern point of view rather domineering. Thus school books 
had to be approved of before they could appear on the official Book List, which was first published in 
the semi-official educational journal Bijdragen of 1810/1811. There are no FL textbooks to be found 
on this List for that matter. In accordance with the Regulations attached to the 1806 Act it was 
possible for foreign languages to be taught, but they were regarded as "aids" to the Dutch language 
(Van Hoorn 1907). Here the reader may observe a political choice in favour of Dutch as the national 
language. As Secondary Education did not officially come into existence until 1863, Primary Education 
must be understood to include all forms of instruction that did not belong to Higher Education. 
Therefore, it was not necessarily restricted to instruction for 6 to 12-year-olds and provided subjects 
that we would nowadays assign to secondary education. Thus, private schools, or French schools as 
they were often called, also belonged to Primary Education, even if their teaching included foreign 
languages. A Royal Decree of 2 August 1815 stipulated that Higher Education should comprise Latin 
Schools, which were grammar schools preparing pupils for university, next the so-called Atheneums, a 
kind of college of higher education, and finally the universities.1 
 In accordance with the 1806 Act there was a teacher certificate for school education and one for 
home tuition. The difference was that candidates for school education not only had to be found 
capable on the strength of their knowledge, but that they also had to be found suitable for teaching 
classes on the basis of their didactic skills. They could opt for a post in the state sector, whereas home 
tutors were not qualified to teach groups. Schoolteachers' certificates were divided into four grades 
on the basis of the examination results. For home tutors no such division existed. The examinations 
for the first and second degrees were usually taken before the Education Committee, acting as 
examination board, in the capital of the province where the student lived. Others took their third or 
fourth grade examinations before regional examination boards or before the local school inspector. 
Those who wished to teach foreign languages mostly sat for an examination before the provincial 
Education Committee. The first grade certificate was hardly ever granted. On the teacher's diploma, 
named Certificate of General Admission, it was stated which grade someone had acquired, and a note 
was made on the certificate if he (or she) had acquired an extra qualification for a particular subject, 
e.g. French. Consequently, we must regard these additional entries on the teachers' general 
certificates as the first FL teacher certificates. Apart from school teachers and home tutors there was a 
third, vague category of native speakers acting as governesses or tutors in private households who 
had hardly any command of the Dutch language. Usually they had too little intellectual baggage to 
succesfully go in for a teacher examination. In order to get some idea of the number of candidates who 
obtained FL qualifications we could take a look at the Reports of the Education Committee in the 
province of Gelderland. Between 1837 and 1857 613 persons, nearly all men, obtained an FLT qualifi-
cation, that is approximately 30 persons on average per annum. The majority chose French: 268; then 
German followed: 206, and finally English: 139.2 
 
 
 
                                                 
1 The universities were situated in Leiden, Utrecht and Groningen, and the Atheneums in Amsterdam, Harderwijk, 
Franeker and Deventer. The latter type of college disappeared in the course of the 19th century, except for the 
Atheneum of Amsterdam, which in 1876 received the status of university. 
2 Reports of the Education Committee in the Province of Gelderland 1801-1857, State Archives, Arnhem. 
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1.2 The lower grade certificate from 1857 onwards 
 
The grade system was abolished by the fourth Primary Education Act of 1857. From now onwards 
there were only head teachers and assistant teachers. Moreover, it was first indicated which subjects 
were assigned to primary education for 6 to 12-year-olds, and which to a form of prolonged, but still 
"primary" education, called MULO. Among other things MULO comprised the "principles of living 
languages". As a result FL were included as official school subjects in the curriculum of this form of 
primary education, which, incidentally, did not necessarily imply that they were actually taught. For 
the time being they were optional subjects, of which French was chosen most frequently. The FL 
qualification was still to be obtained after an examination before the provincial education committee. 
The members of this examination board could request the assistance of experts from outside, e.g. 
native speakers. It is reasonable to assume that one or two members occupied themselves especially 
with these FL examinations. The FL examination comprised "the principles of living languages" and 
must be regarded as the continuation of the requirements of the 1806 Act. Next to this grade another 
grade was introduced for one or more subjects of so-called Advanced Education, which in fact was a 
precursor to the official Secondary Education Certificate. This examination programme for Advanced 
Education anticipated the examinations for secondary education in accordance with the Secondary 
Education Act which was to follow in 1863. These examinations were not to become operative until 
1864. 
 From 1878 onwards, the year in which yet another Primary Education Act appeared, a new and 
important period began for the lower grade certificates. If a primary schoolteacher wished to obtain a 
qualification for one of the MULO subjects, he could now no longer turn to the provincial examination 
board. As from the year 1881 the teacher had to submit himself to an examination conducted by a 
national examination board of professional experts. The board consisted of practising teachers and 
scholars alike, who often published in their field of study. On the one hand this was tremendous 
progress as far as the subject-component was concerned, as the various parts of the examination 
could now be judged with more expertise and the candidate knew better what to expect. On the other 
hand the head or assistant teacher was exempted from an inquiry into his pedagogical and didactic 
abilities by virtue of his general qualification of primary school teacher. This harmful situation, in 
which the prospective MULO teacher was not questioned about the specific problems of FLT and his 
knowledge of methodology, lasted until 1958.3 The requirements for the FL lower grade certificate 
would not change much in the next one hundred years. 
 
1.3 The Secondary Education Certificate. 
 
Thorbecke's4 Secondary Education Act of 1863 provided for a national examination board to be esta-
blished whose task it was to examine aspiring schoolmasters in the subjects of the new Dutch 
Secondary School for the middle and higher classes, "Hoogere Burgerschool" (literally: Higher 
Burgher School) as it was called. The curriculum included the French, German and English languages 
and their literature, but this time they were obligatory subjects. Foreign language teachers could now 
obtain two different qualifications, i.e. the Lower Grade Certificate and the Secondary Education 
Certificate. The owner of the certificate for Advanced Education in accordance with the 1857 Act 
received the same qualification as the owner of the new Secondary Education Certicate of 1863. This 
also applied to those who in accordance with the 1806 Act had a first-grade certificate. They were all 
qualified to teach in the new Secondary Schools. The owners of the old second-grade and third-grade 
certificates of 1806 were put on a par with the primary school teachers who had obtained the Lower 
Grade Certificate of 1857. They were qualified to teach in the whole field of primary education, 
                                                 
3 Royal Decree of 10 September 1955, which came into effect in 1958. Staatsblad, 1955, 412. 
4 The Liberal statesman Jan Rudolf Thorbecke was three times Prime Minister of the Netherlands. The Secondary 
Education Bill was passed during his second cabinet period. 
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especially MULO schools. The chairman of the Secondary Education examination board, established in 
1864, was the first Secondary Schools Inspector, Dr. D.J. Steyn Parvé. As a prominent policy-making 
official he had given shape to the new law, just as Adriaan van den Ende before him had worked out 
the 1806 Act. To get some idea of the number of candidates that passed their Secondary School 
Certificate examinations in the period from 1864 to 1879 we could look at the following figures. Out of 
a total of 582 candidates 255 passed, of whom 131 were men and 124 women. Of these students 48 
males and 35 females obtained a qualification for French, 48 males and 45 females one for German, 
and 35 males and 44 females their diploma for English (Verseput 1980:18). 
 By a Royal Decree of 3 August 1879 (Staatsblad 1879:148) the lower grade certificate and the 
secondary education certificate examinations were commissioned to separate examination boards for 
different school subjects. Thus the old examination board (1864-1880), which had examined students 
in all the secondary school subjects, was replaced by new ones, including national boards for French, 
German and English. From 1881 onwards the FL examination boards had to examine students on 
three levels, since by the above Decree a relatively great change had been brought about in the FL 
examination programmes. The old Secondary Education Certificate of 1864 was split into an 
intermediate (A) and a full-grade (B) Certificate (cf. Van Essen 1983:57). Besides, there was the lower 
grade programme to be examined. As a consequence, three levels of qualification had been created 
that corresponded with three different types of school: 1. MULO 2. the three-year Higher Burgher 
School and 3. the five-year Higher Burgher School and the Grammar School. In the century to come the 
examination programmes for the FL certificates were to remain practically unchanged. The greatest 
change took place as far as the component part Theory of Education, the so-called Q Certificate, was 
concerned (Royal Decree of 2 February 1864, Staatsblad 1864, 8). Until 1937 primary school teachers 
who wished to obtain a Secondary Education Certificate had been exempted from this part of the 
examination (Act of 23 May 1935). From that year onwards, however, the professional component 
Theory of Education would be a normal part of the Secondary Education Certificate examination.5 
 
1.4 The university as a FL teacher training institute 
 
So far we have discussed FL teacher training aimed at (prolonged) primary and secondary education. 
A third way for FL students to enter the teaching profession was through the university, although 
effectively this was not possible until 1921, when the Academic Statute enabled students to take FL 
degrees that at the same time qualified them as teachers. As regards teacher training and Higher 
Education we can trace the following development. By Royal Decree of 2 August 1815 the legal 
structure of Higher Education, to which also Latin Schools belonged, was set up. For FL there was no 
place as yet in these grammar schools, until a few years later so-called Second Departments were 
founded within the Latin Schools.6 These were grammar school curricula that offered FL and other 
contemporary subjects, and as such may be said to anticipate the Higher Burgher School. As a matter 
of fact most Second Departments had a difficult time, however, due to the competition of the private 
schools, and they disappeared completely when the Higher Education Act was introduced in 1876. 
The masters in these Latin Schools or "Gymnasia" were either academics, or teachers with lower 
grade or secondary school certificates. In 1827 the Government took the initiative to introduce 
professional teacher training courses at the universities (Royal Decree of 19 September 1827). The 
students had to attend pedagogy lectures and do some teaching practice (Bolkestein 1915), which in 
the light of the absence of proper teacher training institutes was something of an encouraging novelty. 
Unfortunately, this regulation did not apply to prospective FL teachers, since foreign languages and 
literature were no set subjects within the Faculties of Arts. It was typical of the then academic at-
                                                 
5 This requirement was worked out further by the Royal Decree of 21 July 1958. Cf. Staatsblad 1958, 362. 
6 The "Second Department" had been set up as an experiment in the local Grammar School of Haarlem in 1816 
(Verseput 1980:4), possibly on the initiative of Adriaan van den Ende himself. Other "Second Departments" 
followed in The Hague, Leiden etcetera from 1838. 
                                                                                                                        
 
 
52 
mosphere that this attempt at training schoolmasters at university level was to die peacefully. In 1876 
this languishing form of university teacher training was abolished. 
 Anyone who thinks that FL were not taught at all at Dutch universities and atheneums is mistaken. 
There were Readers who gave lectures in modern languages and literature, like Johannes Pieter Arend 
of the Deventer Atheneum, who in 1825 delivered his inaugural address entitled Lecture on the 
recommendable aspects of the study of English Language and Literature for the scholar. The position of 
FL in these institutions was unclear, though. Throughout the 17th and 18th centuries there had been 
native speakers who in their capacity of tutors taught foreign languages within the universities. 
Learning foreign languages was considered part and parcel of a good education, enabling students to 
read foreign literature, for example. In the 19th century the Readers were often unsalaried or scantily 
paid lecturers who did not belong to the permanent staff. In any case, it certainly was not their task to 
train teachers. As was indicated above, modern languages and literature were no regular subjects in 
Higher Education. Nor was it possible to take a degree in them, and there was no preparation for the 
teaching profession. The first university chairs for FL were established in the 1880s at the university 
of Groningen.7 Van Els (1992) points out that the first university professors in FL were not at all 
concerned with teacher training but exclusively with the recognition of the scholarly status of modern 
languages and their literature. Their implicit argument was that by a full academic study the quality of 
FLT in schools would improve automatically. The Academic Statute of 1921 finally enabled university 
students to take academic degrees in FL, which at the same time qualified them for teaching. During 
the first half of the twentieth century things were beginning to change little by little. Next to the tradi-
tional subject component, there was the gradual introduction of pedagogy and methodology lectures 
and, occasionally, school practice periods, albeit on a voluntary basis (cf. Zeeman 1949). In 1937 an 
official arrangement was made for teaching practice at State Higher Burgher Schools (cf. 
Nederlandsche Staatscourant 1937:36). Finally, in the 1950s demands were made which university 
students had to comply with, should they opt for a teaching qualification. A Royal Decree of 1952 
demanded "a proof of pedagogical and didactic preparation",8 implying that the student had to pass a 
test and do his teaching practice. 
 
1.5 Towards a regular form of FL teacher training 
 
Gradually the position of what in retrospect we might benevolently call FL teacher training started to 
change. Around the turn of the century mention was made of the desirability of real teacher training 
institutes (Verseput 1980:passim), but these were not founded until the 1970s. However, gradually 
part-time training courses for secondary school teachers originated, such as those in Tilburg (1912) 
or The Hague (1915). Some of these courses, also for French, German and English, were subsidized by 
the government (Ministerial Order of 14 May 1915). The courses were taught in evening classes or on 
free afternoons and were dominated by the subject component; this part took nearly all the student's 
time. Studying for an FL certificate in fact meant self-study, possibly with the assistance of an 
experienced schoolmaster. Also a journal like De Drie Talen (The Three Languages) would help, as it 
supplied answers to students' questions and corrected their translations. The training schools for 
primary school teachers, which had sprung up in the course of time, paid some attention to FL, as far 
as they were aimed at the lower grade certificate. But also the part-time secondary education certi-
ficate courses were focused on the examinations that would yield the desired qualification. In general, 
however, the professional part of the teacher's training was to remain on the margin of the academic 
studies. 
                                                 
7 Barend Sijmons was appointed for High German in 1881, A.G. Van Hamel for French in 1884, and J. Beckering 
Vinckers for English in 1886 (cf. Koops 1980; cf. Van Essen in this volume). 
8 Royal Decree of 28 August 1952, Staatsblad 1952, 455. The decree did not come into effect until 1 September 
1955. 
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 All in all, we must conclude that Dutch FL teacher training in the sense of a combination of subject-
component courses and professional preparation is only a recent phenomenon. It was only round 
about 1970 that training institutes were established with second and third grade courses. At this 
moment the third grade courses no longer exist. The universities have professionalized their first 
grade teacher training courses, so that two grades remain. These types of training have both been 
subsumed under Higher Education Acts and further integration is to be expected in the long run. In 
this way, at last, the legal framework has been set up in which FL teacher training has found its proper 
place. 
 
2.The FL Teacher Examination Programmes 
 
The first examination programme for FL teachers dates back to 1806. It is mentioned in Article 9 of 
the "Regulations on conducting and taking Examinations of those who desire to give Primary 
Instruction in the Batavian Republic" (Cf. Van Hoorn 1907). The programme was attached to the Act of 
1806 and demanded of the examiners: 
 
to set him any text in the French or any other language in which he may wish to be examined, 
first to be read out and next to be translated; also to make him translate a text from any other 
language into this one, or to make him write off-hand any text in that language in the way of a 
letter, story etc., from all of which the pronunciation, orthographical and grammatical knowledge 
as in general his degree of knowledge of that language may appear.  
 
The programme is in keeping with the needs of the age: the emphasis is on reading and translating. By 
reading a passage aloud the candidate had to prove that he possessed a reasonable pronunciation. 
This was especially important for English, as Dutch people seldom heard authentic English spoken 
and as there was no such thing yet as a phonetic script. The lack was made up for by indications in the 
Dutch spelling which meant to imitate the foreign sounds. The foreign spelling and pronunciation 
could cause problems and therefore needed special attention as parts to be tested. Comprehension of 
the text should appear from the translation of the foreign language (L2) into the mother tongue (L1). 
By translating a text into L2, or, alternatively, by writing a letter or story the candidate could show his 
knowledge of grammar and vocabulary. The choice of a translation into L2 or the production of a writ-
ten text was left to the candidate, presumably because there were quite a few foreigners who might 
want to take the test. What is missing is oral competence. 
 If we compare this programme with the examination requirements attached to the (Primary) 
Education Act of 1857, we will notice that the latter programme makes more specific demands 
(Programme D.A.; Royal Decree of 3 April 1858): 
 
regarding the living languages: 
a. a good pronunciation of the language in which the student is examined. 
b. competence in translating from and into this language. 
Instead the foreign tutor or governess who speaks only one language is required to translate 
poetry into prose. 
c. a knowledge of the principles of grammar. 
d. some skill in speaking the foreign language. 
 
Pronunciation and grammar are now expressly mentioned as separate parts to be examined. Next, we 
see that the L1-L2 translation has gained a firmer foothold: the alternative of writing a text "off-hand" 
is no longer mentioned. Finally, we also notice that there is some attention for the oral skill. When 
surveying the whole programme we may arrive at the conclusion that translation and grammar on the 
one hand and oral competence on the other have acquired more weight. Once more allowances were 
made for foreigners who had a poor command of Dutch. They were permitted to write an essay or 
paraphrase a poem as alternatives to the translations. It proves that foreigners who did not know 
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Dutch were still accepted as FL teachers. Indeed, it is very likely that initially they were even preferred 
to Dutch FL teachers. 
 In 1858 another programme had been published that we might regard as the forerunner of the 
Secondary Education Certificate examination programme. I shall presently return to it in connection 
with the examination requirements of the 1864 Act. 
 The next step was the Lower Grade Certificate programme that was laid down in accordance with 
the (Primary) Education Act of 17 August 1878 (Programme of 14 October 1884, Staatsblad 1884, 
216): 
 
A knowledge of the language rules, both of the syntax and of the morphology. The translation of a 
piece of prose or poetry from the foreign language into Dutch. The translation of a piece of easy 
prose from Dutch into the foreign language. Some skill in speaking this language; a good 
pronunciation. The use of dictionaries during the examination is forbidden. 
 
What catches the eye is the emphasis on the knowledge of rules. Syntactic and morphological rules are 
now explicitly distinguished and the knowledge of the grammatical system literally comes first. 
Therefore, it must be concluded that by now the grammar-translation method had become the 
established method. The basic assumption is clear: anyone wishing to learn a foreign language will 
first have to learn rules of form and structure. Subsequently, these rules have to be applied in 
translation exercises. Finally, it may be noted that this programme makes more specific demands than 
the 1858 programme. Some slight, unofficial adaptation followed in the 1890s in that pronunciation 
was to receive more attention as part of the examination. This at least concerned the English examina-
tions, where pronunciation was split up into a theoretical part, phonetics, and a practical pronuncia-
tion part. The adaptation may be accounted for by the rise of phonetic science and the emphasis on 
spoken language as advocated by the Reform Movement (cf. Vonk in this volume). For the rest the 
programme was to remain practically unchanged until 1958. In that year a substantial change follo-
wed in as far as a new component part was introduced: FLT methodology (Royal Decree of 10 
September 1955, Staatsblad 1955, 412). Henceforward the lower certificate examinations would 
require more professional preparation of the prospective FL teacher. 
 Up to now we have discussed the lower grade programme. However, as was indicated above, the 
1857 Act simultaneously introduced a more difficult FL programme intended for an advanced stage of 
FLT in a type of school which officially did not yet exist. The requirements were as follows: 
 
as regards the living languages: 
a. a good pronunciation of the language in which the student is examined. 
b. competence in translating into and from that language 
Instead foreigners speaking only one language are required to translate poetry into prose. 
c. a knowledge of the grammatical rules. 
d. familiarity with the idiom and the chief works of literature. 
e. the ability to speak and write fluently and correctly. 
 (Royal Decree of 3 April 1858. Programme E.A.) 
 
In contrast to the lower grade programme the "principles of grammar" are no longer mentioned; 
instead the more comprehensive phrase "grammatical rules" is used. On top of that, the student is 
expected to display a certain knowledge of idiom and he must be well-read in foreign literature. 
Finally, a greater proficiency in the productive oral and written skills is required. Clearly, this 
programme anticipates the Secondary Education Certificate requirements of 1863.  
 In 1864 the Secondary Education Certificate programme was issued (Royal Decree of 2 February 
1864, Staatsblad 1864, 8). The FL section read: 
 
A thorough knowledge of the language, its grammar and style, appearing from a competent and 
correct use, both oral and written; a knowledge of its literary history and of the chief works of its 
literature; a knowledge of the history of the language. 
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It will strike the reader at once that this programme was written with a view to the teaching of foreign 
literature. This is easily explained by the fact that with the introduction of the new law in 1863 
teaching literature had been included as a cultural aim. The same would apply to the curriculum of the 
new Grammar School in 1876. The candidate teacher had to be both linguistically competent with a 
high measure of correctness, and he was required to have linguistic insight, synchronic as well as 
diachronic. Finally, he had to be knowledgeable about the foreign literature and its history. The 
required scope and depth of the candidate's knowledge as well as the emphasis on correctness dis-
tinguish this programme from that of the lower grade level. This programme was to remain intact 
until 1879.  
 In the meantime a special FL programme for women teachers was introduced in 1869 (Royal Decree 
of 11 October 1869, Staatsblad 1869, 156). Here no knowledge of linguistic history was demanded and 
the ladies were to keep abreast of the kind of literature that would appeal to girls. In 1884 this pro-
gramme was abolished. Why this programme for female teachers was set up at all and why it was 
abolished so soon is not clear yet. 
 The major change in the Secondary Education Certificate programme was the split in an A and a B 
Certificate in 1879. It was intended to create a separate level for the lower forms of the Higher 
Burgher School and the Grammar School. I quote from the A programme:9 
 
A thorough knowledge of the various parts of contemporary grammar. The translation of a not-
too-easy piece of prose from Dutch into the foreign language. (Foreigners claiming to have no 
command of the Dutch language are allowed to replace the translation by an essay or by a 
paraphrase of a poem in the foreign language). Fluency and a good pronunciation. The use of 
dictionaries is forbidden. 
 
Compared to the lower grade programme the L2-L1 translation is conspicuously absent; it was to be 
introduced in 1928. Let us now compare this programme with the B Certificate requirements: 
 
A thorough knowledge of the various parts of grammar, also on an historical basis, particularly in 
view of the sound laws, morphology and etymology. A knowledge of stylistics. 
The oral or written translation of a not-too-easy piece of prose from Dutch into the foreign 
language. (Foreigners claiming to have no command of the Dutch language are allowed to replace 
the translation by an essay or a paraphrase of a poem in the foreign language). A knowledge of 
literary history, and its relationship with national history.  
Familiarity with some of the principal works of literature, also of recent date.  
The ability to write an essay on a literary subject. 
Fluency and a good pronunciation. 
The use of dictionaries during the examination is forbidden. 
 
The B Certificate was intended for prospective schoolmasters at a five-year-course Higher Burgher 
School or at a Grammar School. The emphasis on linguistic skills and literary knowledge is clearly 
recognizable in this programme, which was the most difficult of all. Also the achievements of 
historical linguistics can be traced in the phonetic laws and the etymology. The A and B programmes, 
like the Lower Grade Certificate programme, would see little change in the years to come. The most 
prominent alteration was the introduction in 1928 of the L2-L1 translation (Royal Decree of 30 May 
1928, Staatsblad 1928, 194). As far as the A Certificate was concerned the examination board was left 
the choice between setting the candidate an essay or an L2-L1 translation. In practice most boards will 
have preferred the translation. The 1928 Decree will undoubtedly have been influenced by the 
requirements of the school-leaving examinations of the Higher Burgher and Grammar Schools. After 
                                                 
9 Royal Decree of 3 August 1879, Staatsblad 1879, 148. The quotation is from the slightly altered Royal Decree of 
14 October 1884, Staatsblad 1884, 216. 
                                                                                                                        
 
 
56 
all, the FL examination of the Grammar Schools had never been anything else than a L2-L1 translation 
since 1881, while the HBS had seen an essay for its written examination since 1870, and since 1901 
either an essay or an L2-L1 translation (cf. Vlaanderen 1964). A long struggle had been going on 
between these two possibilities. Eventually, in 1920, the L2-L1 translation won the fight, and from 
1929 onwards (cf. Royal Decree of 8 June 1929, Staatsblad 1929, 310) HBS pupils saw the well-known 
(or notorious?) phrase "translate into correct Dutch" above their examination texts. With the 
introduction of new school -leaving examinations in 1968 all the above requirements were abolished. 
 
3. Some Conclusions 
 
Until about 1970 the Dutch Government never deemed it necessary to set up regular FL training 
institutes to serve secondary education, whereas at the same time there were training schools for 
primary school teachers. Only from the beginning of the twentieth century did the Government make a 
start with the provision of training facilities by funding FL courses. However, the ultimate responsibi-
lity for teacher training was left with temporary examination boards, whose task it was to carry out a 
form of quality control. Judging by sheer numbers, it cannot be disputed that there was a strong need 
for FL (and other) seondary teacher training. This is proved by the fact that between 1880 and 1970 
approximately 20,000 persons obtained their Lower Grade Certificates just for English.10 The total 
number of people who obtained FL certificates between 1800 and 1970 must have run into tens of 
thousands.  
 The FL teacher examination programmes corresponded with the various types of school and were 
linked up with subsequent Education Acts: first, primary education (1806), next, prolonged primary 
education (MULO, 1857), and finally, secondary education (HBS, 1863). For the Grammar School 
(1876), which officially was a form of Higher Education, a separate teacher's diploma never existed. 
For a long time the full-grade or B Certificate was the highest level attainable. Not until 1921 did FL 
degrees issued by the universities appear on the scene, but these degrees were equated with the B 
Certificates. 
 Only close scrutiny of the examination programmes can yield the aims of FL teacher training in the 
Netherlands in the period under discussion. In the course of the nineteenth century the requirements 
became slightly more specific. The emphasis was clearly on the written rather than the spoken 
language: obviously reading and writing remained the most important skills to be mastered. Oral 
competence first appeared in 1858, but was always recorded last in the programmes. It received 
relatively little attention in contrast to the writing skills. Gradually more emphasis came to be placed 
on grammatical rules, so that knowledge of the linguistic system became the major objective to be 
achieved. Apparently, this form of language study was increasingly regarded as a prerequisite for the 
acquisition of language proficiency. It is also clear that from the outset the L1-L2 translation always 
played a crucial role and never failed to appear in any programme. It served as a means for the 
student to apply his knowledge of grammar rules and vocabulary. As regards the L2-L1 translation 
things were more complicated. This translation meant to demonstrate the student's understanding of 
a written text. The lower grade programme had always demanded this type of comprehension, and in 
1928 it became virtually compulsory for the A Certificate. Also the B programme now demanded the 
L2-L1 translation as an addition. It was obviously introduced in imitation of the school-leaving exams. 
All in all, comparative language study remained a typical feature of Dutch FL teacher training. Pronun-
ciation was considered of such importance that it was always dutifully mentioned as part of the 
examination, but, while it had always come first and preceded the translation in the examination pro-
grammes of the first half of the century, from 1864 onwards it was superseded by grammar as the first 
requirement. From the 1890s phonetics seem to have played a more prominent role during the 
examinations, due to the rise of phonetic science. In 1864 literature became part of the FL program-
mes to prepare teachers for the aims of the HBS and the new Grammar School. 
                                                 
10 Official Reports of the Examination Boards for English (see: State Archives in The Hague and Archives of the 
Ministry of Education). 
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 A brief comparison of the FL teacher examination programmes with the school-leaving 
examinations of the Higher Burgher School and the Grammar School must lead to the conclusion that 
the two types of examination programmes had evolved out of the same concept of foreign language 
learning and foreign language teaching. From the introduction of French, German and English into the 
Dutch educational system in 1863 until quite recently, FLT in Dutch schools had always been focused 
on intellectual achievements rather than on communicative competence. Traditionally the aim was to 
achieve language proficiency through an understanding of the language system. For example, writing 
an essay was a compulsory element in the Secondary School Certificate examinations between 1864 
and 1880, and afterwards for the B Certificate. This was also true for the HBS exams between 1870 
and 1901. Besides, it is significant that during the same period the HBS examinees were required to 
display a productive knowledge of language rules, which also held for the teacher examinations. 
Drawing the parallel somewhat further, it is possible to point at a relationship between the require-
ments concerning foreign literature. These were first introduced in the 1864 certificate examinations 
and in 1870 for the HBS. Finally, it is striking that at the HBS exams oral competence became a 
compulsory part in 1901, after having been an option since 1870, and that pronunciation was made 
obligatory in 1917. We might recognize the influence of the Reform Movement here (cf. Van Els 
1992:41). On the other hand, the introduction of the L2-L1 translation in 1920, leading to a similar 
requirement for the teacher examinations in 1928, points in the opposite direction. 
 Until 1864 the professional component part was lacking in the FL teacher examination programmes. 
Then a professional requirement was introduced, from which, however, the vast majority of student 
teachers were exempted on the ground of some other teaching qualification. The professional 
component part would not be included as a compulsory element in the Secondary School Certificate 
examinations until 1937 and in the Lower Grade Certificate examinations until 1958. University stu-
dents who wished to be FL teachers had to meet this demand in 1955 (Royal Decree of 28 August 
1952, Staatsblad 1952, 455). Generally speaking, also teaching practice was something quite 
unknown. From the beginning of the twentieth century, however, there were hesitant attempts at its 
introduction. University students were the first to encounter it: they could not avoid it after 1955. As 
the subject component had always taken pride of place in the FL training programmes, the 
consequence was that the methodology component was not taken very seriously by either staff or 
students. It is also for this reason that proper FL teacher training institutions or courses appeared so 
late on the Dutch FLT scene. 
 As a result of the lack of appropriate FL teacher training courses and because of the fact that from 
the end of the last century FL teacher examination programmes hardly changed any more, it must be 
feared that Dutch FLT showed signs of fossilization. There seemed to be little or no time at all for 
reflection on methodological matters, for passing the exam—and often there were more certificates to 
be obtained—was the student's be-all and end-all. The examination boards had little opportunity to 
reflect on innovation of FLT either, owing to their limited terms of reference. Due to these circumstan-
ces the possibility of experimentation was heavily restricted; any possible experiments were tried out 
individually and were consequently doomed to remain within the sphere of the classroom. For 
instance, it is significant that the major innovatory impulse in FLT, the Reform Movement, which 
during the last two decades of the previous century and at the beginning of this century gave rise to 
many changes in other European countries, left so few traces in contemporary Dutch FLT. It is, 
therefore, reasonable to assume that methodological developments within Dutch FLT would have 
been different if there had been an appropriate form of FL teacher training. In that case the 
Netherlands might have played a more prominent role on the international FLT scene. 
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The Study of Modern Foreign Languages at Groningen, 1876-1914* 
 
Arthur J. van Essen 
 
 
0. Introduction 
 
No other country is so closely involved in the languages and cultures of its big neighbours as ours. 
More than any other nation, ours has experienced throughout its building phase the fluctuating influ-
ence of the three great national civilisations that surround it. By its character and its history no other 
people is able to understand the nature of different peoples to the extent that we are. Where else 
would one find the simultaneous susceptibility to the Romance and the Germanic spirits that we 
enjoy, coupled with such a sensitive reaction to all that is Anglo-Saxon as if it were something closely 
related? This international susceptibility, which, as it is many-sided, need not disturb our national 
equilibrium, is an essential element of the relationship that we feel exists between us and the other 
nations. 
 
Thus the famous Dutch historian Johan Huizinga (1951[1928]:393) wrote in response to the economy 
measures the Dutch Government threatened to impose upon higher education in the 1920s and which 
would lead to what was known at the time as the ‘distribution of parts', that is to say, the distribution 
of disciplines among the Dutch universities on the principle that what was taught at one university 
need not be taught at another. The ‘distribution of parts' was condemned fiercely by Huizinga: 
 
Cursed be the hour at which it was decided to also apply this principle to the modern 
languages. For it is absolutely imperative that they should now receive an ample 
representation at each university, if the university is to continue to fulfil its cultural mission, 
which society is increasingly imposing on it.  
 (Huizinga 1951[1928]:393) 
 
But the Government knew only one word: ‘distribution of parts'. It continued to speak "the language of 
1880: modern languages? We have them at Groningen. - Just as the manager of a country hotel would 
answer his guest: ‘Bathroom, Sir? - Certainly, in the other building, through the garden'" (Huizinga 
1951:396f.). 
 What I propose to do in this article is to try and provide an answer to the question as to what the 
Dutch Government actually meant when it spoke about the ‘Modern Languages at the University of 
Groningen'. In phrasing my answer I shall look at both the organisation and the content of the modern 
foreign languages curriculum. However, the unique position of the modern languages at Groningen in 
the period under discussion can only be properly appreciated if one also takes a look at the situation 
prevailing at other Dutch universities. This will be done in section 2. 
                                                 
* I should like to thank Prof. Joh. Gerritsen (Groningen) and Dr. J. Noordegraaf (Alphen aan den Rijn) for 
information contained in Section 2. Originally Dutch quotations have been rendered into English. 
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 The beginning of the period discussed here is marked by the introduction of the Higher Education 
Act of 1876, while the end is marked by the University of Groningen's tricentenary in 1914. At the end 
of my survey I shall look back to see if any moral can be distilled from it. 
 
1.Chairs for the modern foreign languages at Groningen, from 1877 to 1914 
 
For a correct appreciation of the motives that induced the Dutch authorities to set up chairs for 
French, English and German at at least one state university, the following is essential. 
 In the course of the 19th century the Dutch Government became increasingly aware that if Holland 
was not to fall behind, its educational system would have to be updated and brought into line with the 
changes in social needs that had taken place. The modern foreign languages too had shared in those 
changes. Some clues as to these changes are provided by contemporary sources. Thus, in the preface 
to Bomhoff's English dictionary, which dates from 1822, we read: 
 
When, in the year 1813, the blessed revolution in our country brought about a revival in the 
former trade relations with our neighbours, the English, this also caused our compatriots to 
take renewed pleasure in the learning of their beautiful [...] language. To facilitate its study, a 
host of booklets on the English language was published. (Bomhoff 1822:Preface) 
 
Some twenty years on we find Bomhoff writing in the preface to his English pocket dictionary: "For 
some years now the learning of the English language has become such a common thing, that it is 
taught in most schools where languages are taught, even to very young children" (Bomhoff 1840 [vol. 
I]:v). And this was often, but not exclusively, done alongside French and German. Sometimes it was 
foreigners who taught the language (cf. Boekholt & De Booy 1987:128-9), as happened at the 
Municipal Grammar School in Leyden. In 1838 the teacher of Dutch at that school was also in charge of 
French and German. Ten years later English also appeared on the school's syllabus, taught by a native 
speaker (Coebergh van den Braak 1988:114-6). 
 Though it was clear that the socio-economic changes called for educational reforms, it was equally 
clear that the reforms could not be the same for all types of education. For as Boekholt and De Booy 
point out in their work on the history of the Dutch school, different layers of society required different 
kinds of training. For those aspiring to become senior staff in trade and industry the secondary 
(modern) school was called into being by the Secondary Education Act of 1863. A course of study at 
this new type of school included the three modern foreign languages (Boekholt & De Booy 1987:183). 
If we add to this that the Higher Education Act of 1876 stipulated that the curriculum for the new 
grammar school (falling under Higher Education) should also include the three modern foreign 
languages, it will be obvious that if the Government did not provide the facilities for the training of 
hundreds, if not thousands, of new foreign-language teachers that were required under the new 
legislation, this legislation could not be carried into effect. It was this consideration that induced the 
Dutch Government to promote the setting up of chairs for the modern foreign languages at this one 
state university. And this is how these languages, for the first time at any Dutch university, came to be 
the object of scholarly attention, at least on paper, for the money was to follow later. 
 By the time the chairs were set up at Groningen, neophilology was already flourishing in the 
countries surrounding Holland (Sijmons 1914:416). By contrast, before the introduction of the 1876 
Higher Education Act the study of living languages (as the modern foreign languages were then 
universally called) at the University was regarded as a practical skill, just like horse-riding, drawing 
and fencing, with which they were bracketed. This was to change now! 
 Why was it that Groningen was the first Dutch university to get chairs for the modern foreign 
languages? This was entirely due to the remarkable foresight of the local authorities who, even before 
the new Act became effective, made funds available for "the promotion of instruction at the University 
of Groningen in one or more of the subjects" that the legislators had had in mind. For by creating these 
facilities the Groningen City Council hoped the smallish university world draw a larger number of 
students (Koops 1980:9; Huizinga 1951 [1928]:393). As early as 1878 the first privaatdocent 
(approximately: extramural lecturer) was appointed. This was a post introduced by the new Act and 
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25-year-old Barend Sijmons (whose name is sometimes spelt with y and sometimes with ij, but ij is 
the way he wrote it himself), a scholar from Rotterdam, was the first to get it. It would have been 
natural for the legislator to have specified the teaching programmes and examination regulations 
along with the creation of chairs for modern foreign languages. But this was not the case. To quote 
Huizinga (1951:394): "the study of French, German and English [...] was allowed to muddle along in 
the track of the nasty and tough teacher examinations". 
 The chairs of German, French, and English having been established at Groningen in 1881, 1884, and 
1886 respectively (to be followed not until thirty years later by the University of Amsterdam), under-
graduates could now get their training in a modern foreign language at a Dutch university but not take 
degree examinations in it. To qualify for a certificate, one had to sit for the national teacher 
examinations, held once a year. This situation lasted until 1921, when the University Statute was 
introduced. The neophilological programmes initiated by the University of Groningen met with 
reasonable success. Thus the number of students in the Faculty of Letters and Philosophy increased 
from 10 in 1877 to 93 in 1921. Thus it was not until after 1900 that lecturers for the modern foreign 
languages could be appointed, who were charged with teaching the practical language skills. Among 
them was Dr. M.E. Loke, the first female lecturer in any Dutch university. She was appointed in 1907 
as a lecturer in Modern French (Koops 1980:21).  
 
2. Neophilology at Groningen, from 1877 to 1914 
 
What and whom did the newly-appointed professors in Groningen meet? And how did they organise 
their teaching? There was, of course, the examination programme for the intermediate and full-grade 
teacher examinations as laid down in a Royal Decree of 14 October 1884 (for further details the 
reader is referred to Van Essen (1983:57)). Suffice it at this point to observe that the syllabus for the 
intermediate-grade certificate focused on the living language, whereas that for the full grade had a 
decidedly historical and literary slant. It goes without saying that the examination programmes neces-
sarily provided the framework for the newly-appointed professors' teaching. How they actually 
implemented the programme, will be dealt with presently. 
 On taking up his duties as a privaatdocent in 1877, Sijmons found Moltzer still there. H.E. Moltzer 
was the professor of Dutch language and literature who had taken office in 1865 with an inaugural 
lecture entitled De nieuwe richting in de taalkunde (Moltzer 1865). Though, strictly speaking, the study 
of Dutch falls outside the scope of this survey, we cannot afford to ignore the various individuals that 
successively occupied the chair of Dutch, simply because it was they who gave shape to the tradition 
that the newly-appointed professors should try to link up with. 
 After B.H. Lulofs' departure and with the appointment of Matthias de Vries and subsequently W.J.A. 
Jonckbloet, the principles and methods of German Philologie at last got a foothold in Groningen (Koops 
1980:23). It may not be amiss to point out that Jacob Grimm, the father of historical grammar, had an 
important say in Jonckbloet's appointment (Van Essen 1983:38), while De Vries (but now acting from 
Leyden) used his influence to get Moltzer appointed in Groningen. H.E. Moltzer (and here I must rely 
on Noordegraaf [1985:419ff.], in his inaugural lecture, depends to a considerable degree on Max 
Müller's Lectures on the Science of Language, volume I of which appeared in 1861. For Moltzer, as for 
many others, Müller was "the extremely gifted representative of the new school of linguistics". This 
need not surprise us as even the great of society paid tribute to this popular linguist. And according to 
Moltzer the members of this new school of linguistic thought showed a strong affinity to natural 
science (cf. Müller [1864:22]: "Physical science deals with the works of God, historical science with 
the works of man" and [1864:28] "the science of language" was "a production of nature"). The new 
approach was also inductive (cf. Müller 1864:408), empirical (cf. Müller [1864:82]: "As a general rule 
each physical science begins with analysis, proceeds to classification, and ends with theory") as well 
as historical. In the latter respect Moltzer deviated from Müller, who had unequivocally stated that it 
was not the "science of language" but "philology [that was] an historical science" (Müller 1864:23). 
 Moltzer evolved into a generalist and, unlike both Müller and his teacher Matthias de Vries, later 
adopted a Darwinian point of view, notably the "progress hypothesis" (Noordegraaf 1985:423-5). In 
1882 Moltzer was succeeded by W.L. van Helten. 
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 For a reconstruction of Van Helten's lectures we have at our disposal, in addition to his published 
writings, the lecture notes taken by one of his students, the well-known student of English, E. Krui-
singa. A full discussion of Van Helten's views based on these notes falls outside the scope of this 
survey. For a more detailed discussion the reader is referred to Van Essen (1983:41-3). Here a brief 
summary should suffice. 
 Van Helten was one of the first Dutch philologists to see the importance of descriptive phonetics. As 
a writer of Dutch grammatical textbooks for secondary schools and teacher training colleges, he had 
been the first to introduce phonetics into Dutch grammar (Eijkman 1923/4:171). By prefixing 
descriptive phonetic sections to those on sound change, Van Helten had indicated that he wished to 
place historical phonology on a firm empirical basis. In this respect Van Helten anticipated Eduard 
Sievers by one year. In other ways, too, Van Helten showed himself to be a genuine neogrammarian, as 
sufficiently appears from his inaugural lecture of 1882 (Van Helten 1882). Thus Van Helten insisted 
on strict empirical procedures in the scientific study of language, which to him was historical in the 
first place and comparative in the second (Van Helten 1882:21-2). As to the latter point, Van Helten, 
following Grimm, emphasized the need for the native language to be studied in its interrelationships 
with the other Germanic dialects (Van Helten 1882:22, 24, 36). It is worth noting that towards the end 
of his life Kruisinga was inclined to the same view (Van Essen 1983:42). Van Helten also drew 
attention to ‘analogy' as a potent psychological factor in linguistic change in addition to the sound 
laws. 
 By 1900 Van Helten had acquired an excellent reputation in the field of Germanic studies, notably in 
Germany. His lectures dating from the 1890s also demonstrate that he still took an interest in what 
had once been the subject of his PhD thesis: the etymology of the Dutch word. Despite the fact that as a 
scholar Van Helten lived as a recluse, he was by no means ill-disposed towards a social reform 
movement such as that initiated by R.A. Kollewijn, which tried to bring the Dutch written language 
more into line with the spoken standard. 
 Summing up, Moltzer and Van Helten were the colleagues that the newly-appointed professors for 
the modern foreign languages met upon assuming office. As will appear from what follows, neither 
Sijmons, nor Van Hamel, nor for that matter Beckering Vinckers deviated in principle from the 
neophilogical views held by Van Helten. Moltzer had by then already disappeared from the scene. 
 Sijmons (see Van Essen 1983:passim) was a remarkable, energetic, and public-spirited person. 
Besides his professorship, he played a large part in social life, fulfilled numerous public offices, 
including the chairmanship of the state commission that was to review the whole of teacher training 
(but did not succeed in this) as well as that of the Education Council (of which he was a member for 
more than 12 years). It is rightly said of Sijmons that he adorned the University of Groningen. Sijmons 
had received his linguistic training at the University of Leipzig (the centre of neogrammarian studies 
at the time), where Wilhelm Braune, Hermann Paul and Eduard Sievers were his fellow-students, to 
mention only some of the best-known. Having taken his PhD degree in Leipzig at the age of 24, 
Sijmons was a privaatdocent in English and German in Groningen at the age of 25. In 1881, when he 
was 28, he became professor of German, Old Germanic, Comparative Philology, English and Sanskrit in 
Groningen, From 1915 to 1917 he was also professor of Gothic. 
 Exigencies of space do not allow us to go deeply into Sijmons's teaching. For further details the 
reader is again referred to Van Essen (1983:43-8). Sijmons was the first professor of any modern 
foreign language in the Netherlands. If I were to characterise him as a philologist, I would say Sijmons 
was primarily a language historian and secondarily a comparatist. And this he was by virtue of the 
academic subjects he taught. Sijmons's inaugural lecture was entitled Jacob Grimm, de schepper der 
historische spraakkunst ("Jacob Grimm, the creator of historical grammar"). This title speaks volumes. 
Linguistics owed a lot to Grimm. But not only to Grimm. Since Grimm linguistics had become much 
more exact, thanks to the phoneticians and psychologists. Besides, Grimm himself had owed a lot to 
Von Humboldt and to Von Savigny, the "master of the empirical method", who had trained him 
(Symons 1881:21). As for the influence of Von Humboldt, Sijmons concluded: "He dealt a mortal blow 
to the heedless zeal of the language improvers. He pointed to the historical, the analytical method as 
the only usable one, even in linguistics. The method which Wilhelm von Humboldt first delineated, 
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was first carried into effect by Jacob Grimm. What Humboldt demanded, Grimm complied with" 
(Sijmons 1881:18). 
 Apart from the homage paid to Von Humboldt and Von Savigny, Sijmons's inaugural lecture is in 
effect a brief rephrasing (and occasionally an update) of the guiding principles of Neogrammarian 
research as formulated by Osthoff and Brugmann in 1878. Within this framework it was perfectly 
legitimate for a linguist to be engaged on the description of living languages and dialects, be it only as 
a methodological preliminary (cf. Paul 1920:20). To carry out this spadework the linguist required 
some basic knowledge of descriptive phonetics and dialectology and it was to these that a large part of 
Sijmons's lectures was given over. How do we know this? From the numerous lecture notes that have 
come down to us through Sijmons's student Kruisinga. In the inaugural lecture we also come across a 
number of views which we later found in Kruisinga (see Van Essen 1983), so that in at least one case 
we can be reasonably sure of Sijmons's teaching having borne fruit. In this connexion the following 
parallels may be mentioned. Grimm had insisted on an unbiased, inductive approach to language 
phenomena. Later, Kruisinga did the same. Grimm was of the opinion that the linguist should first 
establish the language facts, before attempting an explanation of them. Later, Kruisinga held the same 
view. What we also know from Kruisinga's lecture notes is that Sijmons devoted quite some attention 
to Von Humboldt's views and to the subject of language classification (at least in the 1890s). And since 
Sijmons was a philologist of neogrammarian persuasion it was natural that he should have considered 
the genealogical principle of grouping languages the only one "worth something". But this did not 
prevent Sijmons from paying considerable attention to Schuchardt and Schmidt's wave theory, which 
had upset the genealogical way of grouping, as well as to Steinthal's typological classification 
(Steinthal 1890). For exemplification of the latter type of classification Sijmons occasionally drew also 
on Gabelentz (1891). Because of his personality, the breadth of his vision, his prolonged professorship 
(Sijmons continued to be a member of the Groningen Faculty of Letters and Philosophy until 1924) 
Sijmons has left an indelible mark on this faculty (Koops 1980:17). Even after his retirement Sijmons 
continued to be socially active for a long time. 
 The second in the series of professorships that had been so difficult to procure was the one obtained 
by A.G. van Hamel for French. Some years earlier the University had been negotiating with a young 
Parisian, but this Frenchman had died even before he could take up his duties. With Van Hamel the 
University appeared to have made an excellent choice. His was a "versatile, fresh spirit" (Sijmons 
1914:427) who "by virtue of his personability and his numerous publications, especially before a 
larger audience, [had] done a lot for the dissemination of French language and culture in our country" 
(Koops 1980:17). Van Hamel resembled Sijmons in many ways. This is how the latter described him 
thirty years later: 
 
What was he not? one is inclined to ask. A theologian and a minister, a scholar and a teacher, 
an essayist and a journalist, an orator and an elocutionist, and all these qualities were tied 
together by a fine, yet not refined, art of living. The work he has done here has been much and 
beneficial. At the age of almost 43 he was called upon to undertake the onerous task of placing 
the study of French in the Netherlands on the scientific basis that it had lacked for such a long 
time and to elevate the study of living languages so that they could become an integral part of 
our higher education. With mature firmness he had fully devoted himself to the realisation of 
the programme outlined in his inaugural lecture. (Sijmons 1914:427) 
 
 What did the programme outlined in the inaugural lecture imply? After the usual ceremonies, Van 
Hamel, in his discours on La chaire de français dans une université néerlandaise, arrives at the conclu-
sion that Holland is way behind the surrounding countries as far as the establishment of a chair of 
Romance languages is concerned. Only the British are doing as poorly. But, anyway, better late than 
never: 
 
Je ne puis que vous féliciter, Messieurs, d'avoir enfin pu réaliser un rêve caressé depuis si 
longtemps, d'avoir trouvé successivement parmi les conseillers de S.M. le Roi deux ministres 
qui ont compris que cette chaire n'était pas un objet de luxe, [...] - et de recevoir aujourd'hui de 
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la main du gouvernement le premier professeur néerlandais de langue et de littérature 
françaises et de philologie romane.  
(Van Hamel 1884:11) 
 
After that Van Hamel went on to describe the framework for his teaching. He defined his task as 
follows: 
 
rechercher, dis-je, pour chacun [des] faits linguistiques et grammaticaux, son origine, son âge, 
l'histoire de son développement et de ses altérations, voilà la tâche du philologue, voilà celle 
d'un professeur de Faculté appelé à enseigner une langue. (Van Hamel 1884:18) 
 
It was an historical programme. In it phonetics, morphology, and syntax ("le moins exploré jusqu'à 
présent [1884:25]), as constituents "établies par la philologie romane" (1884:21), played a central 
part. 
 It was part of Van Hamel's job to also teach French literature, but of this he said, "ici je puis être bref, 
puisque le sujet vous est familier". As the subject may no longer be as familiar to us as it was to Van 
Hamel's audience, it may not be superfluous to state Van Hamel's conclusion here: "quand on est un 
simple professeur de littérature française dans une Université étrangère, on fera bien [...] de 
considérer les études historiques comme sa tâche principale" (1884:32). i.e. literary history. 
 Having been in office for almost 23 years, Van Hamel was succeeded in 1907 by J.J. Salverda de 
Grave, up till then a lecturer in French at the University of Leyden. On taking up his duties, Salverda 
give an inaugural lecture entitled Quelques observations sur l'évolution de la philologie romane depuis 
1884. In this lecture Salverda made it clear that he was following in the footsteps of his predecessor 
(Sijmons 1914:429). So the inaugural address is concerned with the past rather than with the future. 
What strikes the reader at once, however, is that the name of the chair has been altered into "Romance 
philology, in particular French". It should be noted that Salverda regarded combining the study of 
language and literature, no matter how "universellement admise" it may be, as artificial. Few give both 
subjects equal treatment, he said. 
 As for the remaining part of the inaugural lecture, a survey is presented of developments within 
Romance philology since Van Hamel delivered his. Though still agreeing in principle with the latter's 
dictum that "la méthode de tout enseignement philologique est la méthode historique" (Salverda de 
Grave 1907:6), Salverda is of the opinion that this view now needs supplementing: "la linguistique de 
nos jours est une espèce de science universelle et que psychologues, sociologues, physiologues, 
physiciens même, s'efforcent à se faire une place sur le terrain jusqu'ici réservé aux seuls historiens" 
(1907:6). Thus, in this lecture one comes across references to Schuchardt and to Van Ginneken for the 
sociology and psychology of language, and to experimental phonetics as a "précieux auxiliaire pour 
celui qui doit enseigner la prononciation d'une langue étrangère" (1907:8). Salverda also pointed out 
the need for the study of the living language to be pursued: "On a compris que, pour connaître 
l'évolution d'une langue à des époques dont on possède, tout au plus des textes écrits, on ne saurait 
impunément négliger l'étude de l'évolution qui s'opère sous nos yeux" (1907:9). In Salverda's lecture I 
also came upon some interesting distinctions, such as idiolects and sociolects (though these terms are 
not used, of course), besides the familiar  
‘dialects'. To sum up, this lecture does record the changes that took place in linguistics, but it does not 
make an innovative contribution of its own. What should also be recorded is that from 1907 to 1920 
Salverda was also in charge of teaching Italian at the University of Groningen. 
 The last of the three professors appointed during the 1880s was the one for English, J. Beckering 
Vinckers. Ill on his appointment, he nevertheless took office in January 1886, delivering an inaugural 
lecture entitled Over de behoefte aan en 't nut van meer wetenschappelijke opleiding voor de 
beoefenaars der Engelsche taal- en letterkunde hier te lande ("On the need and the use of a more 
scholarly education for students of English language and literature in this country"). Beckering 
Vinckers was over 65 at the time. He died within five years after his appointment. Sijmons (1914:426) 
observes that as a professor Beckering Vinckers "was not allowed [...] to exercise his influence in a 
wide circle: maybe he lacked the qualities to do this. He certainly lacked, as an elderly man assuming 
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an onerous duty, the power to undertake vigorously the training of young anglicists in the face of 
fossilised legal rules [...]. But the name of Beckering Vinckers will continue to occupy a place of honour 
in the history of Dutch scholarship as one of the pioneers of the historico-comparative method in 
linguistics in this country". 
 It will be obvious that Beckering Vinckers did not have much of a following. Whoever reads his 
inaugural lecture, is bound to conclude that it exudes little or no innovative ardour. But it should be 
said in extenuation that it was extremely difficult for Beckering Vinckers to be innovative after all that 
Sijmons and Van Hamel had brought up in their inaugural lectures. Beckering Vinckers actually admits 
this (Beckering Vinckers 1886:3). The lecture amounts to saying that "there is no better preparation 
for a thorough study of the modern languages than a solid study of Greek and Latin" (Beckering 
Vinckers 1886:6). To buttress this up, Beckering Vinckers points to "all those who in this country as 
well as in France, as well as in England, as well as in Germany, as well as in America came to study the 
modern languages in a more sensible, more thorough and more scholarly way, either independently 
or showing others the way". These were people "who combined the study of modern languages with a 
solid knowledge of the classical languages, whose study of the modern languages rested on a 
grammar-school foundation" (Beckering Vinckers 1886:20). And to exemplify the point he was 
making, Beckering Vinckers mentioned the names of Burnouf for France, Sweet for England, Mätzner 
for Germany, and Whitney for the United States. It is worth pointing out here that from 1877 to 1881 
Beckering Vinckers was engaged on an annotated translation, published in two volumes, of Whitney's 
Language and the Study of Language for the Dutch market (Whitney 1877-1881). In an addendum to 
volume II of this edition Beckering Vinckers engaged in a fairly extensive and occasionally fierce 
polemic with his future colleague Sijmons. 
 After the death of Beckering Vinckers one year elapsed before a successor had been found in 
neighbouring Germany. He was Karl Daniel Bülbring. According to his student and later friend 
Kruisinga, Bülbring's arrival marked the beginning of the seven good years of English studies in 
Groningen (Kruisinga 1935:ix). In Sijmons's perception Bülbring was an "appreciated guide who, by 
bringing to bear on the initial training of Dutch anglicists the ‘neophilological' methods developed in 
Germany, has rendered higher education in this country unmistakable services (Sijmons 1914:426-7). 
 Bülbring assumed his duties on 13 May 1893 with an inaugural lecture entitled Wege und Ziele der 
englischen Philologie. In addition to his inaugural lecture, we know a good deal about Bülbring's tea-
ching, because in his case too, numerous lecture notes have been handed down to us by Kruisinga. In 
his inaugural lecture Bülbring surveys the whole field of neophilological studies of the day, paying 
homage, as Sijmons had done before him, to those who had done most to stake it out, Grimm and Von 
Humboldt: "[...] erst Grimm hat erkannt, dass die Verschiedenheit der Formen auf festen Gesetzen 
beruht [...] und gezeigt, dass sie, wie die Gesetze in den Naturwissenschaften, durch erschöpfende 
Induction gefunden werden müssen" (Bülbring 1893:12). ‘Induction' in linguistics is a notion that we 
came across earlier with Sijmons and later in Kruisinga's thinking. According to Bülbring the 
enormous progress in linguistics owed to Grimm became even more obvious if one compared his 
masterpiece with the German and English grammars of the 16th to the 18th century. And as for 
Grimm's statement that there are fixed laws, immanent in language, Bülbring observed: "In dieser 
Erkenntnis war ihm zwar Wilhelm von Humboldt vorangegangen, der bereits vor ihm verkündet 
hatte, dass die Sprache bis in die Kleinigkeiten ein organisches Gebilde sei [...]. Grimm aber hat 
Humboldt's Gedanken erst durchgeführt" (Bülbring 1893:12-3). These are statements which, in one 
form or another, also frequently occur in Kruisinga's works (see Van Essen 1983) and of which one 
cannot be sure whether they reached him first by way of Bülbring or via Sijmons. The recognition of 
the respective merits of Grimm and Von Humboldt in Bülbring's inaugural lecture closely resembles 
the one we came across in Sijmons's. As a matter of fact Bülbring in his address also paid some 
attention to the dialect geography of England and to phonetics. In this connexion he observed: "Längst 
is anerkannt, dass wir nur durch die allergenauste Beobachtung unserer eignen Sprechthätigkeit und 
der anderer hinter die Geheimnisse der Sprachentwickelung kommen können (Bülbring 1893:14). It 
is remarkable that Bülbring, for all his appreciation for phonetics as the indispensable foundation of 
all language study, would have none of Schleicher's and Müller's views that linguistics was a natural 
science. This rejection shows that Bülbring did not side with Moltzer, who, as we noted earlier, had 
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been hesitant on that score (cf. Noordegraaf 1985:423). By contrast, Bülbring came down in favour of 
psychology: 
 
Namentlich zwei Männer, Hajjim Steinthal und Hermann Paul, haben das grosse Verdienst, 
diese unzulängliche, rein physiologische Auffassung durch eine bis zur Wurzel der 
Sprachentwicklung dringende Betrachtung ergänzt zu haben. Sie haben zur Evidenz bewiesen 
und ausgeführt, dass alle Veränderungen der Sprache ohne Ausnahme im Grunde psychischer 
Natur sind. (Bülbring 1893:16) 
 
Bülbring then proceeded to give an account of Steinthal's and Paul's Principien views. 
 That the new professor of English should have paid so much attention to Paul was natural enough in 
a climate of opinion so dominated by Paul's Principien (1880). But that he should have paid, besides, 
equal or even more attention to Steinthal, was perhaps less natural. A not inconsiderable part of his 
lectures, too, was given over to a detailed exposition of Moritz Lazarus' and Heymann Steinthal's 
Einleitende Gedanken über Völkerpsychologie, als Einladung zu einer Zeitschrift für Völkerpsychologie 
und Sprachwissenschaft (1860), as we know from Kruisinga's notebooks. What struck me on reading 
them was that Bülbring appears to see eye to eye with Steinthal on a number of issues, while rejecting 
Paul's views on them. In this connexion I should mention the notion of Volksgeist, a pivotal concept in 
ethnopsychology, and the related notion of standard language. As is well-known, Paul 
(1880[1920]:11) thoroughly disliked abstractions such as these: 
 
Alle psychischen Prozesse vollziehen sich in den Einzelgeistern und nirgends sonst. Weder 
Volksgeiste noch Elemente des Volksgeistes wie Kunst, Religion etc. haben eine konkrete 
Existenz, und folglich kann auch nichts in ihnen und zwischen ihnen vorgehen. Daher weg mit 
diesen Abstraktionen. (Paul 1880[1920]:11) 
 
Against this view Bülbring argued that ‘standard language' was no more an abstraction than Volksgeist 
was, as it clearly manifested itself in the attempts of dialect speakers to conform to it. What Paul was 
confusing, according to Bülbring, was language as a superimposed norm with language as a tacit 
consensus of usage within a community (Van Essen 1983:60). 
 In Bülbring's case, too, we can be reasonably sure that his teaching, in particular the part concerning 
Humboldtian ethnolinguistics, bore fruit in at least one instance, as I demonstrated in my monograph 
on Kruisinga (Van Essen 1983). 
 After his departure to Bonn Bülbring was succeeded in 1901 by J.H. Kern, the son of the well-known 
Sanskrit scholar J.H.C. Kern. As a potential successor to Bülbring, the University at one point had 
contemplated the appointment of C. Stoffel, a meritorious Dutch anglicist who had also been praised 
by Beckering Vinckers (Beckering Vinckers 1886:11). But Stoffel had declined the invitation. 
 Judging from what happened subsequently, the governors of the University of Groningen must have 
reached the conclusion that by appointing Kern, an atavistic polyglot, the Faculty would be better off 
across the board, for soon after his appointment to the chair of English, Kern was also placed in charge 
of the teaching of Slavic languages. In 1904 Sanskrit was added to his task as well. Sixty years later, 
Zandvoort wrote that from the point of view of advancing the study of English, Kern's appointment 
was really an act of faith: "By publishing in the fields of Old and Middle English, Kern soon redeemed 
the mortgage he had been given. However, he remained a general Germanist. His chief work is the 
Academy paper on De met het Participium Praeteriti omschreven Werkwoordsvormen in 't Nederlands 
(1912), covering the whole of the Germanic language area, with the exception (strangely enough) of 
contemporary English. Having occupied the chair of English in Groningen for almost a quarter of a 
century, he exchanged it in 1925 for a professorship in Dutch linguistics at Leyden ..." (Zandvoort 
1964:8) 
 About Kern's teaching of English in Groningen we know little or nothing, but we do know that 
Kruisinga did not think much of it (Van Essen 1983:14). The teaching of modern English was soon 
(1905) entrusted to a lecturer, A.E.H. Swaen, a man with a lot of practical experience in the training of 
students reading for an intermediate or full-grade teacher examination (Van Essen 1983:195). 
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 Kern's inaugural lecture, De beoefening van de Nieuwengelsche tongvallen ("The study of modern 
English dialects"; Kern 1901), provides a survey of what by 1900 had been done in the way of re-
search on English dialects, praising Alexander John Ellis for his pioneering work in dialect 
classification, which is primarily based on phonological criteria. It should be noted that Kern himself, 
too, defines a dialect in phonological terms, even if for him the study of dialects implies morphology, 
syntax, and lexis as well (Kern 1901:6 and 18). That the description of living English dialects should 
have attracted the amount of attention in Groningen that it did, also appears from Kruisinga's PhD 
thesis (Kruisinga 1904), which was, however, completed under Bülbring's supervision. 
 What is also worth noting here is that Kern (1901:29-30) should have referred to the obstacles a 
professor of modern foreign languages found in his way: they stem from "neglecting them [i.e. these 
languages] in favour of Dutch and the Classical, Indian and Semitic languages [...], as well as from the 
ambivalence intrinsic in the type of instruction that the professor is required to carry out". 
 
4. Conclusion 
 
If we look back on the study of modern foreign languages at Groningen some hundred years ago, the 
following facts stand out. 
 1. There is bound to be a gap between what the University needs and what the Government can or is 
willing to provide. For the creation of new chairs (so for updating and upgrading the Faculty of Letters 
and Philosophy) it proved necessary to tap private resources. Hopefully, future deans will take the 
hint! 
 2. From a scholarly point of view, Holland was able to play its part in the international foreign 
language arena. Some professors of modern languages, such as Van Helten, Sijmons and Bülbring, 
enjoyed an excellent international reputation. 
 3. The impression one gains from the inaugural lectures discussed is that instruction as well as 
research were predominantly historically orientated. So, linguistic history and literary history. 
Though the study of living languages was of practical importance for the teaching of these languages 
and even though it was indispensable also for the historical study of language, be it as a 
methodological preliminary, in Groningen it did not count as particularly prestigious. Any references 
to another linguistic tradition, such as the one inaugurated by Von Humboldt, which was 
characterised by an interest in the general nature of language, must therefore be regarded as mere lip-
service. 
 4. A certain evolution may be traced over the period discussed, in the sense that the changes in 
linguistic thinking that were taking place abroad were assimilated. But there are no signs of any 
breakthrough in the direction of a Saussurian linguistics or of a "living philology" that Henry Sweet 
had pleaded. 
 5. Both competent and mediocre professors were appointed for the modern foreign languages, but 
each neophilological chair can boast having possessed a good one: Sijmons, Van Hamel, Bülbring. 
 The age of the person appointed appears to have been of little consequence, except for, perhaps, 
Beckering Vinckers. One may wonder, though, whether it is wise for a Faculty that looks for a 
specialist, to appoint a generalist. Take Kern's case. On his appointment, this generalist was still fairly 
young, so that there was every reason to believe he would stay long. As it happened, he stayed for a 
quarter of a century. In this way an injudicious decision crippled the scholarly study of Modern 
English in Groningen for an equally long period. 
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Between School and University. 
The study of German in Utrecht, 1876-1921* 
 
Frank Vonk 
 
 
0.Introduction: The institutionalization of High German 
 
The study of German language and literature in the Netherlands has encountered opposition from 
many sides before it was legally introduced into the curriculum of the Faculty of Arts and Philosophy.1 
The traditional curriculum was dominated by the classical languages, Greek and Latin, philosophy, 
and the study of Dutch language and literature. 
 It would take 45 years before the three modern languages,2 succeeded in becoming subjects of 
scientific study. This came into effect through the Dutch Academic Statute of 1921. The most 
important reasons to keep French, German, and English outside the university curriculum were of a 
financial and a scientific nature. 
 The later chairman of the Dutch Advisory Council for Education, Dr Barend Sijmons, who became 
the first Dutch unsalaried university lecturer (‘privaatdocent') of Germanic philology and first full 
professor of Old Germanic, German, Comparative Philology, and Sanskrit in Groningen, summarized 
the initial problems of the establishment of chairs in modern philology at Dutch universities in 
several, sometimes highly polemical addresses (cf. Sijmons 1878, 1881, 1914, and 1915). The 
academic study of modern foreign languages had to be distinguished from primary (since 1857) and 
secondary (since 1863) teacher training in the Netherlands (cf. the detailed account of Wilhelm in this 
volume). Teachers were prepared for primary and secondary education and focussed upon 
proficiency in skills like speaking, writing, or translating. Foreign language teaching (FLT), practiced 
this way, was a thorn in the flesh of defenders of a university training in modern languages. Sijmons in 
his retrospective of 1914 still defends the academic qualification in modern languages by ridiculizing 
the scientific status of the primary and secondary teaching certificates: 
 
                                                 
* I should like to thank many colleagues in Utrecht and Amsterdam for reading and commenting critically on this 
article. Research for this article was financially supported by the Utrecht Institute for Language and Speech 
(OTS). I am also grateful to the Dutch Ministry of Education and Science for allowing me to quote from 
educational materials from the private archives. All translations of quotations from Dutch texts into English are 
mine, unless indicated otherwise. 
1 In 1815 this faculty was called "Faculty of Speculative Philosophy and Arts". After the introduction of the Higher 
Education Act (‘Wet op het Hoger Onderwijs') in 1876 it was renamed "Faculty of Arts and Philosophy". Only in 
1960 it had been given its modern name "Faculty of Arts" (cf. Groen 1988:111). 
2 In this article I will only consider French, German, and English as "modern" or "foreign languages". I will also 
use the terms "living", "modern", and "foreign" languages alternatively. 
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By the Law on Secondary Education of 1863 the same opinion holds [i.e. that the study of French, 
German, and English implies proficiency, a working knowledge of these languages—fv]. In article 
77 of this Law one finds that the certificates in any of the modern languages may be obtained "for 
education in a. French language and literature; b. English language and literature; c. High German 
language and literature"; with these are fraternally associated: 
"d. freehand drawing, geometrical drawing and perspective; e. calligraphy; f. modelling; 
g. gymnastics". It undoubtedly may be valuated positively that under h a certificate of 
competency in riding did not follow. From this combination of subjects in the same article, 
however, some strange conclusions may be drawn regarding the scientific meaning ascribed to 
education in modern languages by the lawgiver in 1863. (Sijmons 1914:419) 
 
Looking back, one can maintain that the scientific meaning of FLT and the study of foreign languages 
(FL) was not acknowledged by the lawgiver. Sijmons, therefore, explicitly stated in the above quoted 
overview that the year 1863 not only gave birth to secondary education in the Netherlands but also 
was the year of death of Jacob Grimm! Obviously the scientific study of modern languages was beyond 
the scope of the lawgiver. Nevertheless, it is remarkable that for instance Sijmons did not raise the 
question whether a scientific study of French, German, and English language and literature sufficiently 
regarded the professional career of a Germanic, Roman, or English scholar. I will return to this 
problem in the course of this contribution. 
 Officially, in the three bills of the Secretary of State for the Home Department, Jan Heemskerk, 
German only was a part of the curriculum of Dutch language and literature ("Nederlandsche 
letteren"). Students did not have the opportunity to obtain a Master's degree ("doctoraalexamen") in 
French, German, or English. Furthermore, not even Modern High German but rather Gothic and Middle 
High German were the main subjects of studying Dutch language and literature.3 
 In 1876, the introduction of modern languages into the curriculum of the Faculty of Arts and 
Philosophy would depend on the possibility of a scientific education at only one of the Dutch 
universities (cf. Soeteman 1978: 3ff.). M. Groen (1988: 111) states that Sijmons 
 
could have these subjects [...] accepted if and only if he was able to prove that French, German, 
and English could be studied in a scientific way. [...]. This [scientific or:] theoretical foundation 
was to be found in a comparative study of language. Therefore, Sanskrit, Gothic, and other older 
languages drew sufficient attention. The fact that students had to learn to speak and write in 
French, German, or English were unpleasant incidental circumstances. 
 
In his inaugural lecture as an unsalaried university lecturer ("privaatdocent") Sijmons explicitly 
stresses the importance of a ‘scientific study of modern (foreign) languages', the historical and 
comparative study of language which had begun in Germany with the work of Jacob Grimm. Jacob 
Grimm, the "founding-father of historical grammar", had in the footsteps of his Marburg teacher, the 
legal theoretician and "master of the empirical method" (Sijmons 1881:21) Friedrich Carl von Savigny 
with whom he studied from 1802 to 1805, placed Germanic philology on a scientific base. By using 
and developing philological methods and through his vast knowledge of Germanic languages he freed 
Germanic philology of its dilettantish image: 
 
Only as a philologist, the comparative linguist is able to escape the menace of superficiality. 
The philologist can only avoid the obstacle of one-sidedness by having an open eye for the 
established results of comparative linguistics, [...]. (Sijmons 1881:7) 
 
                                                 
3 Heemskerk was Secretary of State from 1866 to 1868 and from 1874 to 1877, and Prime Minister from 1883 to 
1888. The bills which paved the way for the 1876 Higher Education Act ("Wet op het Hoger Onderwijs") date from 
1868 and 1874 respectively. 
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Philological skills and linguistic knowledge, obtained by historical-comparative research, both are 
pillars on which the organization of any academic education in one of the modern languages rests.4 In 
1878 Sijmons had already stated that scientific insights in modern languages should be based on the 
historical-comparative method: 
 
The historical-comparative method, therefore, is the only one which can give the study of 
modern languages its mark of scholarly nature, i.e. the only one to be pursued in academic 
education. Victorious, it suppressed the older logical study of language; in the grammars of 
modern languages we nowadays do not ask any longer: according to which laws of logic a sound 
or a word became what it is?—we do not longer go into general en for its generality in linguistics 
unprofitable speculations.. But we look for the why in the historical development of language 
itself. [...]. In comparative linguistics the understanding of a scientific duty is necessary above all: 
no vain lexical book-learning, but a study of the original sources! Why appeal to Sanskrit, why to 
Gothic, when we wish to explain a word in our own language? Why appeal to Gothic, where we 
have contemporary German or English, why to those languages where one of our living dialects 
puts on a sufficient explanation? (Sijmons 1878:13f.) 
 
It is clear that Sijmons opposes the German historical-comparative method to the general-logical and 
in his opinion speculative study of language which can be traced to the early-19th-century work of e.g. 
August Ferdinand Bernhardi and Karl Ferdinand Becker. Especially Becker's grammatical studies 
influenced the work of the school grammarians.5 In the tradition of the grammaire générale (cf. Van 
Driel 1988; 1989) in the Netherlands and Germany school grammars mainly focussed upon the role of 
syntax (cf. Noordegraaf 1982:103). The syntactic nature of language, e.g. in Becker's work, essentially 
implies that in sentences, "notions (concepts) are moulded in a thought" (Van Driel 1988:315). Logic, 
thinking or the act of thought (the content of what should be expressed or formulated), and grammar 
(the materialized and formulated thought) are interrelated and stand in a dialectical tension (cf. 
Haselbach 1966; Noordegraaf 1982:101ff.; Van Driel 1989:240ff.). The continuous interaction 
between the material, the objective world, and the mental, the conceptual, led Becker to the 
formulation of the priority of the sentence over the word: 
 
                                                 
4 A description of the lectures of Sijmons is given by Krul (1990; chapter 2). This description is based on lecture 
notes by the famous Dutch historian Johan Huizinga who studied with Sijmons in Groningen. Krul also 
characterizes the German-oriented way of teaching Dutch language and literature: ‘Those scholars who advised 
the government concerning the 1876 law belonged to a generation which was deeply impressed by German 
science. Their vision on the study of the own language and culture in almost everything followed the German 
example. Even general and Dutch history had to content itself with a marginal place in proportion to Germanic 
studies and Indo-European linguistics. This programme, based on historical linguistics, could lead easily to the 
view of the Netherlands being a purely Germanic nation, closely related to other North European nations and 
strictly separated from Romanic culture. This programme had no political intentions but one can understand that 
elements of the tribal feeling at that time were shared by many Dutch students of literature and by historians. 
Only after 1914 this one-sidedness encountered many difficulties; in 1921 this situation changed by the re-
organization of the studies in the Faculty of Arts' (Krul 1990:66f.; concerning Huizinga's early linguistic studies cf. 
Noordegraaf 1992). 
5 In the development of historical-comparative linguistics school grammars and their underlying methodology of 
the grammaire générale were fundamental studies, if only as a stumbling block. They should be considered and 
integrated in historiographical work on linguistics for the reason that 19th and 20th century scientific work in 
linguistics is closely related to them, as was rightly maintained by Van Driel (1988:325): ‘School grammars as 
sentence grammar must be regarded as a derivative and reduced form of general grammar into which the 
normative study of linguistics is incorporated'. 
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Derselbe Gegensatz von Thätigkeit und Sein stellt sich auch in den Beziehungsverhältnissen der 
lebendigen Rede dar. Denn alle Verhältnisse des Satzes, wie das des Prädikates zum Subjekte, des 
Attributes zu seinem Substantiv, des Adjektes zum Prädikate, sind nicht Anderes als Beziehungen 
der Thätigkeit auf ein Sein, oder des Seines auf eine Thätigkeit. (Becker 1841:17f.; cf. 
Noordegraaf 1982:102) 
 
If one should start with the sentence instead of the word the teaching and learning of foreign 
languages will break new ground (I will pursue this in 1.1.). Obviously, this ‘innovation' in 
grammatical thought was not shared by the representatives of mainstream research in historical-
comparative linguistics . In 1841 Becker, in the second edition of his Organism der Sprache, complains 
about the fact that "die vergleichende Sprachforschung sich bisher fast nur mit der Etymologie 
beschäftigt, und die syntactischen Verhältnisse fast ganz unbeachtet hat" (Becker 1841:vii; cf. 
Noordegraaf 1982:91). School grammarians and scientists seem to represent different interests which 
do not match and cannot be reconciled for particular theoretical or practical reasons.6 From this 
perspective, it is not surprising that the introduction of modern languages as subjects of a scientific 
study, based on the historical-comparative findings of among others Jacob Grimm, had to criticize the 
anti-empiricist tradition of school grammarians. They had to focus on the study of sounds and words, 
not on sentences. Grammars were traditionally of a normative kind, representing the ideal 
grammatical system of a particular language. Before Grimm, Adelung and Gottsched among others had 
defended the ideal of a coherent system of the German language which was of practical importance. 
This practical function of grammars was considered superfluous by Grimm and all those working in 
the domain of historical-comparative linguistics in the 19th century. The attempt of Becker to develop 
mother tongue education based on the logical principle that speech was an organic product of human 
nature was no longer accepted in historical-comparative research. Germanic studies after Grimm 
actually became academic: 
 
in ihrer Etablierungsphase und später dann mit unterschiedlichen Akzentuierungen 
[Germanic studies did follow Grimm's point of departure in sofar], als sie ihre 
sprachwissenschaftliche Arbeit als eine jenseits aller gesellschaftlichen 
Nützlichkeitserwägungen und didaktischen Funktionen ansieht und betreibt (Ivo 1989:25) 
 
By using a concept of the German-American philosopher Alfred Schütz, Hubert Ivo (1989:25) 
characterizes this development in the study of grammar as de-pragmatization (‘Entpragmatisierung'). 
A paradoxical element in this development is, however, that the institutionalization of Germanic 
studies resulted in German scholars granting a teaching qualification in foreign languages without 
acknowledging the professional career and perspectives of their students as teachers at secondary 
schools or grammar schools: 
 
Die Paradoxie, daß eine Universitätsdisziplin ein gesellschaftliches Arbeitsfeld nicht für 
sinnvoll hält, jedenfalls eine eigene Kompetenz für es ausdrücklich ablehnt, zugleich aber den 
Anspruch erhebt, über die Befähigung derjenigen zu entscheiden, die in diesem Feld arbeiten 
wollen, diese Paradoxie wird die Germanistik bis in die Gegenwart begleiten [my italics - fv].  
(Ivo 1989:25) 
 
The main problem regarding the scientific study of modern languages consisted of the conditions 
which should be fulfilled to give them a right to exist as academic subjects and which could lead to an 
                                                 
6 Etsko Kruisinga, a student of Sijmons in Groningen, in 1935 does not write an Einführung in die deutsche Sprache 
or Grammatik, but an Einführung in die deutsche Syntax. He still observed "the preponderant position of historical 
grammar in the training of teachers of German in Holland and the consequent neglect of the living language 
within the training syllabus" (Van Essen 1983:236). 
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autonomous discipline independent from primary and secondary education. Next to this, modern 
languages should be able to measure up to the established disciplines in the Faculties of Arts such as 
Dutch language and literature and the classical languages. 
 
1.The development of German as a practical and academic subject 
 
Despite the scientific need for studying historical-comparative linguistics as a foundation for a study 
of foreign languages one cannot avoid the fact that studying German as a foreign language in the 
Netherlands, especially at a university level, has important practical consequences. In most academic 
studies of German one learns to read, write, speak, etcetera. Second language acquisition cannot and 
must not be put into one box with the acquisition of the mother tongue. One can look, however, for 
certain principles for second language acquisition in first language acquisition research.7 
 A historiographical study of the development of research in first and second language acquisition 
might bring to light the more or less fruitful interaction between these fields of research. Indeed, 
pedagogical and didactic insights in past centuries have led to various opinions about the acquisition 
of a second language. Regarding foreign language teaching, a distinction should be made between an 
indirect and a direct method. In the latter case, especially related to reforms in FLT, the names and 
pedagogical ideas of Jan Amos Komensky (Comenius) and his Janua Linguarum Reserata (1653) or 
Orbis Sensualium Pictus (1658), Jean-Jacques Rousseau and Wilhelm Viëtor should be mentioned. 
Authors of pedagogical works and of textbooks assume that a second language can be learned in a 
natural way, analogous to first language acquisition, and can be based upon the development of 
communicative skills. The direct method is nothing but "the ‘natural' way in which children learn their 
mother tongue, mainly by rote-learning and literal oral recitation [the endless repetition of certain 
texts]" (Van Els/Knops 1992:370). In the 1880s and 1890s this method had many followers in the 
German "Reformbewegung". Until 1880 the traditional ‘grammar-translation' method had been 
central to FLT: 
 
The ‘grammar-translation' method, [...], was mainly called by that name because of its views on 
‘how'? foreign languages should be taught: the pupil ought to learn, and know, the rules of 
grammar first and should then be brought to a proper command of the language through 
translation exercises. Despite strong proponents of a more direct method of teaching Latin, as 
for example Wolfgang Ratke (Ratichius) or Jan Komensky (Comenius) [...], the grammar-
translation method rapidly gained more and more ground. (Van Els/Knops 1992:370) 
 
The indirect method appealed to the "the mother tongue as foundation and means" (Rombouts 
1937:113) in FLT and FL learning. The development of an indirect towards a direct method in the 
19th century meant a shift from a rationalist, or deductive method to teach and learn a language 
towards a rather mechanistic, inductive, or empiricist aim of education. The main problem the 
innovators of FLT had with the indirect method was its appeal to mother tongue knowledge and the 
context-free repetition of word lists. This indirect method is based on Latin grammars which 
themselves represent nothing but a petrified language. According to FL teachers language as a "todtes 
Machwerk wissenschaftlicher Zergliederung" (cf. Humboldt 1835:419) could offer nothing very useful 
to the student of foreign languages. 
 The main question, however, remains: cannot living languages be taught and learned in a different, 
more efficient and practically-oriented (direct) way? And, if so, are these developments of any interest 
to the academic education of modern language teachers? 
                                                 
7 Especially modern educational psychology has brought many new insights in this respect. While learning 
processes of the mother tongue pass off more or less autonomously the acquisition of a second language, which 
almost takes place at an advanced age, shows an active cognitive structuring of linguistic material (cf. Kuiper 
1961:154). 
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Ill.:Front page and page 190 from the 1658 edition of Komensky's Orbis sensualium pictus (source: 
Dieterich 1991:92,102) 
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1.1.School grammar 
 
In order to answer these questions, I would first like to discuss some relevant aspects of school 
grammars written and used in the 19th century. 
 In his doctoral dissertation on the development of German education in the Netherlands (Historisch-
didactische aspecten van het onderwijs in het Duits, 1961) Kuiper gives a detailed account of the history 
of the subject High German at secondary and grammar schools in the Netherlands. Latin Schools, 
which preceded grammar schools, did not have German as a curricular subject or it was not common 
to study High German. In a report on the educational system in the Netherlands of 1830, De 
l'instruction publique en Hollande (1838; translated into Dutch in 1840) the French professor of 
philosophy and later Minister of Education in France Victor Cousin wrote about education at the 
Utrecht Latin school, that it was one of the very few having "a moderate system of subject teachers. 
[For this reason] in the 1830s there were already special teachers for French and High German" 
(Kuiper 1961:19). Cousin, however, records a highly inadequate knowledge of French and High 
German in Utrecht: 
 
L'allemand n'est guère mieux enseigné. Il y a bien quelques leçons sur ces deux langues; mais 
ces leçons ne sont pas obligatoires, et cette partie du programme est à peu près inexécutée. On 
ne voit pas même figurer dans ce programme les sciences naturelles et les sciences physiques. 
Les mathématiques sont un peu plus cultivées, mais sans jouir d'une grande considération. 
Tout l'intérêt est pour les études classiques. (In: Kuiper 1961:21) 
 
Obviously, the Dutch reputation of its wide knowledge of foreign languages only has a very short past. 
Kuiper concludes that in French and Latin schools the teachers tried to match the developments in 
other developing sciences but they stuck to the traditional social differences which meant e.g. that the 
practical use of FLT was left as it was. 
 Around 1800 in the Netherlands one finds that there is a growing interest in the spoken and audible 
word, its social and communicative status, which anticipated the Reformbewegung in Western Europe 
by the end of the 19th century and implied a critique of the dominance of the unpractical study of 
classical languages. 
 
1.1.1.Johann Valentin Meidinger 
 
In 1783 the Frankfurt language master Johann Valentin Meidinger wrote a textbook for the French 
who wanted to learn German. Its title was Nouvelle grammaire allemande-pratique, ou Méthode facile 
et amusante pour apprendre l'Allemand par J. V. Meidinger, maître de langue. It was Meidinger's 
intention to introduce German language to the French-speaking world in a pleasant way, for instance 
by translation exercises (Dutch ‘thema's') to be translated from German into French. At the beginning 
of the 19th century, the translation into Dutch was published under the title Nieuwe Beoefenende 
Hoogduitsche Spraakkunst of Gemakkelijke Wijze om de Hoogduitsche Taal te Leeren (18062; 18315; cf. 
Baardman 1953: 538ff; Knops 1982). These translation exercises had the form of anecdotes8 which 
did not appeal to mother tongue knowledge. Furthermore, less-frequent words were annotated. 
                                                 
8 Two examples of the eighty Anekdoten which can be found in Meidinger's textbook are: 
 
 58. Das Recept 
Man gab einst einem kranken Bauern ein Papier, worauf das Recept des Arztes geschrieben war, und sagte ihm: 
"Nehmet morgen früh das ein". Der Bauer glaubte, daß dieses Papier das Mittel wäre, aß es, und wurde gesund, 
morgen früh, morgen ochtend.ein Mittel, een geneesmiddel. 
 
 64. Der Säufer 
Eine Bäuerinn war über ihren Mann sehr aufgebracht, weil er täglich in die Schenke ging, worin er gewöhnlich bis 
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 Despite the rather traditional method of grammar-translation (cf. Macht 1992: 118ff.), Meidinger's 
work was reprinted thirty-seven times between 1783 and 1857. Obviously, this meant that it filled a 
gap in Dutch textbooks for learners of German - the question remains how many copies these reprints 
include and by whom the textbooks were used (cf. Knops 1982). In the 19th century Gottsched's and 
Adelung's grammars were still widely used and mainly determined a study of High German - 
Adelung's spelling for instance appears in the title of the first Dutch translation of 1813. Innovative in 
Meidinger's method were the afore-mentioned translation exercises: 
 
No doubt that the German Sprachmeister was brought to [these exercises] by the methods 
used in Latin education. The translation exercise, first meant as a collection of examples on 
behalf of the teachers and only later as exercise materials for students, obtained its position in 
Meidinger's times. Meidinger was the first one to apply the exercise to a textbook for modern 
languages. (Kuiper 1961:76) 
 
From a didactic and methodological point of view, Meidinger's work is more or less traditional in FLT. 
Didactic innovations came from German sound physiological or phonetical research, in which not 
written but spoken and audible language took a central position, both characteristic in direct method 
(cf. Kuiper 1961:131ff.). The German Reformbewegung, which also characterized later school 
grammars in the Netherlands, was scientifically initiated by the famous, anonymously published work 
of Wilhelm Viëtor, Der Sprachunterricht muss umkehren; ein Beitrag zur Überbürdungsfrage von 
Quousque Tandem (1882): 
 
[Viëtor] contributed against the overburdening of education. Something had to disappear from 
school education in foreign languages, i.e. the translation into the foreign language, as was still 
central in Meidinger's work, the beginning and the end of a former generation. On the other hand 
Viëtor put the auditive element to the fore, whereas until then foreign languages were only visually 
dealt with. The sound replaced the letter, the sentence replaced the word. (Baardman 1953:543f.) 
 
1.1.2.Johannes A. Leopold 
 
In Nijmegen the language master Johannes Leopold in his Hochdeutsche Sprachschule für Niederländer, 
Anleitung zum richtigen Gebrauch der deutschen Sprache (1883; 190810) took Viëtor's principles 
seriously. This textbook can be considered to be a "first attempt to break with the traditional, 
deductive, systematically proceeding grammar-translation method" (Kuiper 1961:130). In his 
"Vorwort" Leopold maintains that the way one has learned his or her mother tongue is also the best 
method too to learn a foreign language. In this context Leopold emphasizes: 
 
a."das Sprachgefühl", which controls the acts of hearing and perceiving of language in everyday 
life. Grammatical rules only replace the failing of precisely this "linguistic feeling" or 
"competence". And, 
b.analogous to the learning of the mother tongue, the rehearsal (imitation) of important 
linguistic forms (drills) must be emphasized: "Sprechübungen und das gewissenhafte 
Auswendiglernen einfacher Prosastücke."(Leopold 190810: "Vorwort") 
                                                                                                                                                                  
nach Mitternacht blieb. Einer ihrer Nachbaren rieth ihr, die Hausthüre zu verschließen, und ihn nachts nicht 
einzulassen. Dieß that sie die folgende Nacht, und der gute Mann sah sich genöthiget, unter freiem Himmel zu 
schlafen. Da er den andern Tag wieder in die Schenke ging, hob er die Hausthüre aus, und nahm sie mit. 
aufgebracht, boos.nöthigen, noodzaken. 
die Schenke, de kroeg.unter freiem Himmel, onder den blooten hemel 
rathen, raden, raad geven.ausheben, uitnemen. 
Nachts, bij nacht. (Meidinger 18315:389, 392) 
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Moreover: 
 
Daß ich die Themata im alten Stile vermieden habe, wird man mir Dank wissen. Nur zusammen-
hängende kleine Skizzen und Erzählungen schützen vor Langeweile und dem mechanischen 
Übersetzen und geben eine richtige Vorstellung von dem stilistischen Gebrauch der Wörter. Und 
wie soll man gar Themata im Gedächtnis behalten. (Leopold 190810:Vorwort) 
 
Remarkable in Leopold's Hochdeutsche Sprachschule is for example the use of drawings to elucidate 
the difference in use of prepositions with an accusative or dative case ("Präpositionen mit 
schwankender Regierung", Leopold 190810: 173ff.). The reason for this visualization probably is a 
contrastive one. It, however, surpasses linguistic knowledge and appeals to general knowledge of the 
world: the difference between movement and rest. 
 Because Viëtor and other reformers did not primarily focus upon grammatical rules, Leopold also 
places them at the end of his textbook in a "grammatical compendium". The most interesting 
observation one can make in the case of Leopold is that he follows modern research in sound 
physiology (phonetics) which can be applied in education: 
 
The main thrust, however, towards a more general attention for communicative skills, especially 
the oral skills [which have priority in first language acquisition—fv], as the main aim of foreign 
language teaching was brought about by the Direct Method movement in the second half of the 
19th century. With this movement—which may be seen as a reaction to the so called ‘grammar-
translation' or ‘traditional' method—the names of some eminent linguists may be associated, 
such as Wilhelm Viëtor, Henry Sweet, and Otto Jespersen. (Van Els/Knops 1992:369) 
 
FLT therefore did not meet that much opposition in German linguistic circles although two of the 
above-mentioned, Jespersen and Sweet, were not German.9 
 I will now very shortly go into some formal aspects of the development of FLT in the Netherlands 
and its institutionalization (for further details cf. Wilhelm). I will then outline the academic 
development of High German at the university of Utrecht between 1880 and 1920. 
 
1.2.Primary and Secondary School Teaching Certificates 
 
Important to the primary and secondary teaching certificates was proficiency in reading, writing, 
speaking, and understanding the foreign language as a foreign language—and without saying these 
were not all part of the curriculum of the classical languages. Proficiency, of course, was fundamental 
in high school and grammar school teacher training. It became less important at university teacher 
training in the Academic Statute of 1921 when foreign languages became autonomous subjects with 
their own "doctoraalexamens" (approximately equivalent to MA examinations). They nevertheless 
were important to the "kandidaatsexamen" (approximately equivalent to BA examinations), because 
proficiency in German, French or English was elementary to the social career of university trained 
teachers. But only since 1921 it was possible to teach at grammar schools not only with the B 
certificate but also with a university teaching certificate. However, those who passed the secondary 
school teaching exams were not admitted to a "doctoraalexamen" (MA), because they were not 
educated at grammar schools. 
 
                                                 
9 Mathieu Knops has shown that Kuiper's (1961) representation of the amount of grammars, used in the past 
centuries, is rather incomplete. In an unpublished list of textbooks, Leerboeken Duits 1668-1917. Aanzet tot een 
inventarisatie (cf. Knops 1982; Van Els/Knops 1992: 359), Knops mentions some hundreds of textbooks (about 
500) for High German in the Netherlands. He even acknowledges that his list is everything but complete. 
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1.3. Grammar schools 
 
The grammar school curriculum (since 1919) includes the following subjects: Greek, Latin, Dutch, 
French, High German, and English languages and literature, further, history, geometry, mathematics, 
physics, chemistry, natural history (biology). Supplementary to these, Hebrew and gymnastics can be 
taught. 
 Concerning High German, this subject was taught in the second, third, and fourth class under the 
headings ‘grammar', ‘translation', and ‘proficiency'. Parts of education in German in the first three 
years are "pronunciation, the principles of grammar, exercises in oral and written use of High German, 
translations from High German into Dutch". Here we find the traditional practical qualifications based 
on the grammar-translation method. In the fifth and sixth year "some periods in literature [should be 
known] by reading and explaining masterpieces, exercises in oral and written use of High German, 
translations of modern prose writers" (Hoogeronderwijswet 193712:205). In the examination years 
literature is emphasized. On 26 May 1922 a Royal Decree ("Koninklijk Besluit") was promulgated in 
which the programmes of examinations of grammar schools were changed. For Dutch the candidate 
had to write an essay on a theme, chosen out of six: for French, High German, and English they had to 
translate a piece of prose from French, High German, or English into Dutch. From 1879 onwards, in 
order to teach grammar school students, teachers had to pass the secondary school teacher training, 
the B certificate (for details cf. Wilhelm in this volume), or a university teacher training programme. 
The university education was based on the German philological tradition of for instance Jacob Grimm. 
Many Dutch philologists and linguists therefore studied in Germany at so-called "philologischen 
Seminaren".10 
 How did High German as a subject come to the universities and what was, since 1876 and 1921, 
officially taught at universities? I will discuss this subject in the next section. 
 
1.4. High German and the universities. The Higher Education Act (1876) and the Academic Statute (1921) 
 
Between 1876 and 1921 foreign languages and FLT became an official part of the curriculum of the 
Faculty of Arts and Philosophy. In 1876 there was no or only little political interest in modern 
languages, let alone a reason to fit them into the curriculum. Nevertheless, the legislator had declared 
that there should be a possibility to teach and learn French, English, and High German language and 
literature at only one of the universities (cf. Sijmons 1914:416). 
 
However, 
 
[t]he Higher Education Act of 1876 had split up the old doctorate of the Faculty of Arts into 
four clearly defined course programmes: classical, Dutch and Semitic literature and the 
language and literature of the East Indian archipelago. (Krul 1990:62) 
 
                                                 
10 Sijmons also studied in Leipzig with e.g. Friedrich Zarncke. A short description of Zarncke and the Leipzig 
linguistic circle and their meaning in the development of Sijmon's linguistic thought is given by Van Essen (1983) 
in his book on Kruisinga: 
 
At Leipzig, the teacher who had the greatest influence on Sijmons was Friedrich Zarncke, a literary 
historian and critic as well as a competent scholar of German. Today Zarncke is chiefly remembered for 
his coinage of the designation Junggrammatiker in relation to the up-and-coming language scholars at 
Leipzig. It was these young scholars who were Sijmons' fellow-students: Wilhelm Braune, Hermann Paul, 
Eduard Sievers, to mention only the best-known. And it was the scholarly principles and methods as well 
as the manners of polite society acquired at Leipzig that Sijmons brought to Groningen and that he was to 
remain faithful to all his life. (Van Essen 1983:43f.) 
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Although there was a possibility to attend university (scientific) courses in German, French, and 
English language and literature since 1881, 1884, and 1886 respectively, there was still no university 
degree in modern languages. 
 This came into effect in 1921 with the introduction of the Academic Statute. In its commentary on 
this Statute, the Advisory Council for Education (Dutch "Onderwijsraad") wrote: "the steady 
development in science and the involved differentiation of education" (Note of the Council of 14 
March 1921) should be accounted for in the final version. Soeteman (1978: 6f.) in his valedictory 
lecture mentions Johan Huizinga, the Leiden professor of general history, as the architect of this 
Academic Statute. Together with Sijmons he was a fervent advocate of the introduction of modern 
languages in the university curriculum. Huizinga even prepared the first draft of the Academic Statute. 
 This did not mean, however, that at every university in the Netherlands, one could study all subjects, 
although this reservation was not made regarding modern languages. On the contrary, concerning 
studying of foreign languages the following was explicitly recommended: 
 
When the intention of the bill will be realized this will lead to an increase in the number of 
teachers of French, German, and English who will look for higher education and will be 
educated at universities. This will make it advisable not to restrict as is now the case FLT to 
some of the universities [...]. A desire to realize this will be more powerfully expressed than is 
now the case. (Note of the Council of 14 March 1921) 
 
This document was signed by the chairman of the Advisory Council, Dr Barend Sijmons. In the Statute 
itself the following lines regarding the BA-level one can find concerning High German and the exams 
to obtain a degree in German or English (article 54 concerning the BA-exam of "Germanic language 
and literature"): 
 
1. German, English language respectively (substantial knowledge of contemporary language and 
grammar; proficiency in written and oral use of the language); 
2. Gothic and, connected to this, the principles of general linguistics; 
3. principles of Middle High German, of Middle English respectively; 
4. a survey of German, English literature respectively, connected with the history and 
development of intellectual ("geestelijk") life. 
 Instead of German or English with permission of the Faculty a Scandinavian language can be 
chosen which means a corresponding change of the examination programme under 1, 3, and 4. 
 
The main subjects in this programme are German or English or a Scandinavian language, which must 
be chosen at the BA-level ("kandidaatsniveau") as a minor subject. 
 Concerning the MA-exams, a thorough knowledge of Old High German was required. Furthermore, 
the student is required to do the following: the analysis of complex Middle High German texts (Tristan 
and Parzival), historical grammar, German literary history (obligatory are a paper and an examination 
on a medieval and a modern literary theme), seminars on Early Modern High German, Modern High 
German, textual interpretation, and reading a paper on themes from literary history. One had to select 
courses in two minor subjects, accepted by the faculty, unless these subjects were part of the courses 
taught in the Faculty of Arts and Philosophy. Since October 1955 it is required, if one should become a 
teacher, to follow a course in pedagogy and didactics for which , however, there are no exams (cf. 
Sparnaay 1956:145; for an overview on Dutch Germanic studies compare also Voorwinden 1978). 
 What concrete consequences did this formalization of German in the university curriculum have for 
studying German? I will now look more closely to the development of the education in German at the 
University of Utrecht, where German has been taught since the 1870s. 
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2. High German in Utrecht: From Gallée to Frantzen 
 
After Willem Gerard Brill in the early 1870s started to lecture on German literature (cf. Sparnaay 
1956:144) Johan Hendrik Gallée became a professor of German languages and comparative Indo-
Germanic linguistics, and the principles of Sanskrit in 1882. Gallée studied in Leiden with J.H.C. Kern 
and wrote his doctoral dissertation in 1873 on drama in the Netherlands in the Middle Ages, entitled 
Bijdrage tot de geschiedenis der dramatische vertooningen in de Nederlanden in de middeleeuwen. In 
1872 Gallée was appointed lecturer in Germanic languages in Utrecht next to Brill - Brill himself has 
been a grammar school teacher and has taught modern languages in Zutphen between 1842 and 1852 
(cf. Druyven 1982:157). Gallée's specialization was Old Saxon, of which he published a phonetics and 
phonology, a grammar, and a volume containing Sprachdenkmäler. Kernkamp (1936:353) writes 
about Gallée: 
 
Soon [after his assumption of duties Gallée] only was concerned with the field of Germanic 
linguistic studies; his later writings are concerned with Gothic and Anglo-Saxon; of the Old 
Germanic languages he studied their influence on Dutch dialects. Studying the Saxon language 
[...] had his preference; folklore drew his attention to a great extent, judging by his study of the 
Dutch farmhouse. [... Together with] his colleague [Hendrik] Zwaardemaker he did 
experimental research in phonetics in the latter's laboratory. (Kernkamp 1936:353) 
 
Gallée died in 1908 and was succeeded by Johann Josef Alois Arnold Frantzen11 (18.7.1853 Kleve, in 
Germany near the Dutch border - 15.11.1923 Utrecht). Frantzen was at the time of his appointment 55 
years old and was an experienced teacher at different educational levels: secondary school, grammar 
school, teacher training college (Leiden), and university (Amsterdam). Frantzen came to the 
Netherlands at the age of 13 and went through the Dutch High School. In 1873 he obtained his 
secondary teacher training certificate for High German language and literature and the tutor and 
assistant teacher certificates. In 1882 Frantzen passed the exams for the B certificate in French and 
became a teacher of German and French in Leiden. Frantzen, however, not only taught German and 
French, but also Gothic, Latin, Sanskrit, and Anglo-Saxon. In 1878 he became a secretary-librarian of 
the Dutch Society for Dutch Literature in Leiden and in 1881 a committee member of the secondary 
teacher training-exams in German. 
 Frantzen's mother tongue was German, his mother was French. From a very early age Frantzen 
became interested in FLT. In the 1880s he came into contact with the work of the French language 
master François Gouin, the Exposé d'une nouvelle méthode linguistique. L'art d'enseigner et d'étudier les 
langues (1880; 18942). The Dutch version was prepared by Frantzen and in 1894/95 his handbook 
entitled Handboek voor den Onderwijzer ten gebruike bij het eerste deeltje der Handleiding voor de 
beoefening der Hoogduitsche taal ten dienste van eerstbeginnenden en bewerkt volgens de leerwijze van 
Gouin [Handbook for the teacher to be used with the first part of the Primer for starters to practice 
High German language and edited according to Gouin's method] appeared. Gouin was one of the 
reformers of education in foreign languages, although his knowledge of German was, according to 
Kuiper (1961:180), rather poor. All the same, his innovative method of acquiring foreign languages 
was enthusiastically welcomed by foreign language teachers like Frantzen. This method mainly 
consisted of reproducing (imitating or repeating) certain situations in which a specific use of language 
is demanded. In this reproductive activity of the student, the verb and not the noun plays the main 
part in the learning process (cf. Baardman 1953:544f.). Gouin's method is not visual like for instance 
Komensky's Orbis Sensualium Pictus ("Die sichtbare Welt. Das ist aller vornehmsten Welt-Dinge und 
Lebens-Verrichtungen Vorbildung und Benahmung"), but founded on the role or function of the verb 
                                                 
11 Frantzen left his private library to the Institute that later was given Frantzen's name ("Instituut Frantzen voor 
Duitse Taal- en Letterkunde"). At present, Germanic studies in Utrecht are only a branch of studies within the 
Department of German and Anglo-Saxon Languages and Cultures. 
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and the connected action in a certain context—this contextual principle is fundamental in learning the 
practical function of language use. 
 Frantzen is grateful to Gouin for having handed down to him and other language teachers a method 
which freed 
 
education from ‘those unhappy themes', which [Frantzen] had come to ‘abhor more and more 
during a work of over twenty years' because they ‘have made the study of living languages 
dead and dry' and because it is ‘time to break with the old rut and to try to build something 
new with all effort'. (Frantzen; in: Kuiper 1961:178)12 
 
In 1893 Frantzen took his doctoral degree in Strasbourg with a dissertation on Kritische Bemerkungen 
zu Fischarts Übersetzung von Rabelais' Gargantua, a philological study on Fischart's German 
translation of François Rabelais' Gargantua. Also in 1893 Frantzen started his academic career as an 
unsalaried university lecturer at the University of Amsterdam (the Municipal University as it was 
called then). In his inaugural lecture Frantzen recalls the fact that in the Netherlands it was only 
possible then to study modern languages scientifically in Groningen. The eccentric location of this 
university, however, prevented many students from studying modern languages. This is more or less 
an explicit plea for the establishment of chairs in modern languages in the western part of the 
Netherlands In this opening speech Frantzen also gives an outline of the courses in German at 
Amsterdam: 
 
a.an outline of phonetics; 
b.Old High German and Middle High German grammar; 
c.reading and explaining Old High German texts; 
d.the development of older poetry; 
e.Wolfram von Eschenbach and the epic and lyric of his times; 
f.Modern High German literature, the 19th century and the Romantic Movement; 
 
These courses will return in his Utrecht period but in an elaborated version. This is also due to his 
teaching commitment, which not only contained High German language and literature but also 
                                                 
12 A summary of the didactic views of Gouin concerning the learning of a foreign language can be found in Fr. S. 
Rombouts' (1937:121f.) book on FLT: 
 
1)The organ of language is not the eye nor the hand but only the ear. "La parole parlée doit précéder en 
tout et partout la parole lue et la parole écrite". Speaking and not, as was propagated until Gouin, reading 
and writing should be given priority in learning languages. Pronunciation can only be learnt by saying 
something and having this repeated by children. 
2)The natural way to learn a language is to start from the need of man to express and temporarily order 
perceptions and inner experiences. Speech and thought are one. By using words the mind develops itself 
and in this way the mother tongue can be learnt. To learn a foreign language means to repeat the same 
natural process: "traduire dans cette langue toute son individualité, repenser son être, reprendre, 
repenser le livre de son existence, revivre son moi en allemand, en anglais, en grec, etc.". 
3)Therefore, learning a (foreign) language has to start with the sentence and not with the word. The soul 
of every sentence is the verb as a word of action or event. The verb is the living centre. Around the verb 
move the substantives and their train of prepositions and adjectives which function as a subject and an 
object. 
 
Furthermore, Gouin distinguishes an objective (not-I), a subjective (I) and a figurative (mediating I and not-I) 
language which unfold the subjective and objective world in concrete actions and experiences. In this context, I 
will not deal with the question whether Gouin's didactical insights have proven to be right or wrong. 
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Germanic studies.13 A remarkable fact about Frantzen's way of teaching—and this should be kept in 
mind in light of Sijmon's appeal to the scientific character of university education in modern 
languages—was his emphasis on the practical study of language, which drew the attention of his 
colleagues. Christianus Cornelius Uhlenbeck of Leiden University had written in a letter to Richard 
Constant Boer, the author of Frantzen's obituary, that he remembered well ‘how Frantzen's rare talent 
for the practical study of language always struck me. His pronunciation was excellent, and he knew 
whole stanzas by heart. As you may know he had a sense of rhythm and verse-melody' (in: Boer 
1925:13). 
 Frantzen's appointment in Utrecht as a full professor of Old Germanic linguistics and German 
language and literature—in the meantime Frantzen made himself familiar with Gothic, Anglo-Saxon, 
Old German dialects, and Old Norse—finally made German language and literature into a scientific 
study, with all restrictions involved concerning the MA-examinations. 
 Frantzen is one of the co-founders of the philological journal Neophilologus (1915) and earlier in the 
1880s he already was editor of Taalstudie. Many Germanic studies were published by Frantzen on a 
wide variety of topics concerning German language and literature during his 15-year Utrecht 
professorship. It is, however, remarkable that Frantzen wrote very few linguistic studies in the 
historical-comparative tradition, which may be explained by his emphasis on practical work. Sparnaay 
(1956:144) mentions the field of comparative literary research as Frantzen's main domain of 
research. 
 Nevertheless, Frantzen seems to have chosen the scientific study of modern foreign languages—in 
the tradition of Sijmons—as fundamental to a scientific study of living languages. In 1882 Frantzen 
writes in an article, "Zur Examensfrage", in his own journal Taalstudie: 
 
Überhaupt bricht sich mehr und mehr die Erkenntnis Bahn, dass die modernen Sprachen und Li-
teraturen gleichen Anspruch auf Berücksichtigung von Seiten der Wissenschaft haben, wie die 
vorhin ausschliesslich das Gebiet der Philologie beherrschenden altklassischen Sprachen. Es ist 
eine unbegreifliche Verblendung, dass noch so viele Philologen mit vornehmer Geringschätzung 
auf germanistische und romanistische Studien herabblicken, und dieselben nicht für univer-
sitätsfähig halten. Dass man in der Zopfzeit so dachte, ist erklärlich; seit Jahrzehnten aber hat das 
historische Studium neuerer Sprachen so glänzende Resultate zu verzeichnen, dass es sich 
vollberechtigt neben die altklassische Philologie stellen kann. (Frantzen in: Scholte 1924:8) 
 
This appreciation of scientific work in a study of modern languages shows Frantzen's realist position 
in research policy. This scientific approach, however, should not lose sight of concrete speech. This, 
Frantzen appeals to in his valedictory lecture, a lecture which he himself could not pronounce in 1923 
because of an earlier operation on his tongue (cf. Boer 1925:20)—an abbreviated version of this 
lecture was read by Frantzen's colleague Cornelis Gerrit Nicolaas de Vooys). Frantzen gives a 
restrospective view of his personal scientific and didactic development. He also lists the materials he 
used: August Schleicher's Die deutsche Sprache (18692), Wilhelm Scherer's Zur Geschichte der 
deutschen Sprache (18782), Eduard Sievers' Grundzüge der Lautphysiologie zur Einführung in das 
Studium der Lautlehre der indogermanischen Sprachen (1876) and books by Hermann Paul, Karl 
Brugmann and of a student of Sievers, Jost Winteler (Die Kerenzer Mundart des Kantons Glarus in ihren 
Grundzügen dargestellt, 1876). Reading and studying these works Frantzen came to the insight that 
"the influence of the rather exact method of science was unmistakably at work in the physiology and 
psychology of language" (Frantzen 1923:4). But in the past linguists have made a mistake to "find 
through the Indo-Germanic languages which have been handed to us the protolanguage. [... They only 
give a biased representation] of the past and they neglect what a living language can teach us" 
                                                 
13 Compare e.g. a list of lectures Frantzen gave in the academic year 1910/11: "‘In Utrecht professor Frantzen 
lectures six times on Gothic, Comparative German Philology, Middle High German II, Old Norse, Middle High 
German I, and Contemporary German Literature.'" (Groen 1988:143) 
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(Frantzen 1923:4). Living languages, therefore, must be the breeding ground of whatever 
reconstruction of whatever protolanguage. From this one must conclude that Frantzen could not, 
unconditionally, follow the historical-comparative method as it was most strictly elaborated in 
Schleicher's linguistic works. He raised some objections. In traditional historical-comparative 
research one only had to take into account "dead and only written or reconstructed languages handed 
down to us; one stuck to letters and linguistic forms instead of going to the core of living speech, the 
viva vox" (Frantzen 1923:4). With the neogrammarians, Frantzen proposes a study of living Indo-
Germanic languages to which belong French, German, and English. As Brugmann and Osthoff had 
announced programmatically in their "creed" (Brugmann/ Osthoff 1878:197), the veil of earlier 
methodical principles should be torn away and should make room for the speaking individual. This, 
Frantzen would wholeheartedly support. He could not pass over the new principles of the 
neogrammarian movement: first that the laws of sound changes did admit of no exceptions (a 
subconscious mechanical principle of the development of languages), and second the principle of 
analogy (a psychological explanation for the change of linguistic forms). These principles, however, 
could lead to a mechanistic view of language: 
 
Such a rigid mechanics can not alone and everywhere rule the agile human expression of life; 
there must be among other things some freedom of the mind to create new linguistic matter 
and forms. (Frantzen 1923:5) 
 
Frantzen writes e.g. that his knowledge of Old Saxon and Anglo-Frisian has shown how problematic a 
continuous going back to written sources can be. A clear difference in spoken dialects show in the 
form handed down over the years a mixture of both linguistic types in the complete Saxon language 
regions. Dialectology should take over the place of speculative reconstructions of logical linguistic 
constructions. Frantzen in this context refers explicitly to research of the Marburg school of 
dialectology, to Ferdinand Wrede and Georg Wenker's Sprachatlas des Deutschen Reiches. He also 
acknowledges Dutch dialect research by Jac.J.A. van Ginneken and Gesinus G. Kloeke. It is necessary, 
Frantzen writes, that empirical research in several languages and dialects takes place to expand our 
knowledge of the developmental factors of spoken and written language. Perhaps that for this 
particular reason Frantzen, despite his vast knowledge of different Germanic and Roman languages, 
restricted himself with his artistic and literary talents to literature and its history. This interest 
characterizes the second part of his valedictory lecture, in which he deals with old and new methods 
in literary theory. 
 In 1923 Frantzen was succeeded by Anton Gerard van Hamel, but this Old Germanic scholar and 
Celticist did not lecture on topics concerning German language and literature. His teaching 
commitment contained the principles of comparative linguistics, and the old languages and literatures 
of Germanic people. The first full professor after Frantzen in fact was Henk Sparnaay (since 1941). 
From 1926 until 1930 Theo van Stockum was an extraordinary professor for German language and 
literature, paid by the Dutch-German Association ("vanwege de Nederlandsch-Duitsche Vereeniging"; 
in the academic year 1927/28 Van Stockum read on German literature in the 17th and 18th 
centuries). Actually, Van Stockum was the first successor of Frantzen in Utrecht. 
 I will conclude this study with some reflections on developments in German studies in the 
Netherlands since 1923. I will say something about school German as well as about German as an 
academic subject. One conclusion may be that German as an academic course of study will perhaps 
slowly disappear from the Faculty of Arts to the more practically oriented secondary teacher training 
academies. 
 
3.Conclusions 
 
From the preceding sections, one may conclude that practical, synchronic use of language determined 
school grammars. These grammars, however, can be no more than an instrument, a foundation, in 
academic education in foreign languages. School grammars did disappear from the scene of academic 
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linguistic studies although curricular research nowadays can hardly be avoided to save the academic 
life of modern foreign language studies. But there seems to be agreement about the fact that 
proficiency is a necessary condition to academic education. That would imply that scientific 
reflections on didactic materials in FLT and their quality or shortcomings may lead to an improvement 
of FLT. The question remains, however, whether only well-educated German, French, or English 
scholars are able to judge the quality of textbooks? We now know a lot about learning psychology and 
sociology, which can be integrated in curricular research. 
 Second, one may doubt whether German studies really have changed in the last hundred years or so. 
What progress has been made regarding the different methods of FLT and learning a foreign 
language? The pendulum going between the indirect, grammatical-translation method, and the direct, 
rather communicative, approach toward foreign language learning still seems to be at work. Students 
of German still have to learn grammatical rules, the exceptions to rules, a syntactic vocabulary, literary 
history, etcetera. And grammatical rules in grammars most of the time take their examples from 
written language (notorious to Dutch students of German are Thomas Mann and Rainer Maria Rilke). 
 Third, the question remains whether we do need, next to the teacher training courses, an academic 
teacher training programme? Indeed, the necessity to have this possibility is gone when the question 
is put this way. Not, however, if we regard the methodological, epistemological, and historiographical 
problems connected with German language and literature. The quest for practical (or social) relevance 
must be postponed in this context. The question must also remain unanswered from a 
historiographical point of view: in 1878 the legislator doubted the scientific status of foreign 
languages. The unpractical way of learning foreign languages then seemed to justify an academic 
study and teaching of foreign languages. 
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